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ABSTRACT 
In recent decades, researchers have made considerable contributions to the field of teacher induction. Yet limited research has been conducted on how individual Georgia school districts incorporate induction programs and their perceived impact. This mixed-methods study used a pragmatic approach to identify the induction supports offered in three East Central Georgia school districts and investigate beginning elementary teachers’ perceptions of these induction supports. Analysis of survey and focus group data identified three supports critical to teacher induction: (1) mentoring, (2) needs-based professional support and development, and (3) peer observations. Recommendations were also made for improving current induction programs to include adding more collaborative induction components such as scheduled release time for peer observations and planning; assignment of grade/subject alike mentor; and job-embedded learning. This study extends the existing body of induction research and provides a lens for district leaders to focus future induction planning with particular focus on East Central Georgia.
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The national emphasis on teacher effectiveness, student achievement, and teacher attrition over the past two decades revealed the need to retain beginning induction teachers and the importance of training them in effective research-based strategies and pedagogy to positively impact both their teaching experience and effectiveness (Ingersoll, Merrill, & Stuckey, 2014; Klein, 2015; Matlach & Potemski, 2014; Sutcher, Darling-Hammond, & Carver-Thomas, 2016). Today, teacher induction programs offer school districts a means to help support and further develop the skills of beginning teachers. Research by Moir (2009) claims that quality induction helps keep effective teachers in the classroom while ineffective teachers either are trained to become effective teachers or eventually decide to leave the profession. However, quality induction seems to be the exception rather than the rule as many induction teachers, both effective and ineffective, still report receiving inadequate, impractical, irrelevant, or zero induction support during their initial years of teaching. Even as twenty-nine states currently mandate some form of broad induction and/or mentoring support, of which fifteen require multi-year induction support and sixteen provide regular funding specifically for teacher induction and mentoring programming, nearly 50% of beginning teachers still do not participate in anything more than a one-time orientation and only 5% participate in comprehensive induction support (Ingersoll, 2012). Moreover, within each state and respective school district little is known about the induction specifics; for example, provided support components, the duration of the induction support, the requirements for successful induction completion, and the perceived effectiveness of the provided induction support (Goldrick et al., 2012; Ingersoll, 2012; Ingersoll & Strong, 2011).  
Findings like these, coupled with recent national data reporting that 33% of beginning teachers leave the profession within 3 years, and almost 50% within 5 years, due to lack of support (NTC, 2016a) has raised interest in reforming induction programs across the nation. In 2001, the federal No Child Left Behind Act (NCLB) was enacted to improve the quality of education for students in the United States by requiring highly qualified teachers staff all schools. NCLB also placed a priority on the expectations of K-12 public school teachers, teacher attrition, teacher effectiveness, and higher standards of academic achievement. Thousands of school districts across the nation restructured their educational goals, objectives, and initiatives to adhere to these nationwide school improvement efforts (Klein, 2015). As part of NCLB, the United States Department of Education introduced the Race to the Top (RT3) grant to provide substantial funding to help states and districts recruit, train, and retain highly qualified teachers. As a result, implementing teacher induction programs for beginning teachers became a major RT3 related effort in education policy and reform as these programs are ideally developed to support and retain beginning teachers, improve teacher quality, and promote higher student achievement. 
Although we are currently in the post NCLB era, Georgia continues its efforts to conceptualize teacher induction as a program that not only propels, but also assesses teachers’ progress towards effectiveness. First, Georgia identified induction programs as an important part of the Teacher Keys Evaluation System (TKES). TKES is a comprehensive teacher evaluation system which uses a rubric and formal protocols to streamline the teacher evaluation process across the state. The TKES evaluation process provides data to measure the impact of professional learning and induction support on educator performance and/or student achievement. Second, the Georgia Department of Education (GaDOE), in partnership with the Georgia Professional Standards Commission (GaPSC) established the Teacher Induction Guidance for induction programs in RT3 districts and later decided to promote these guidelines throughout the state. One aspect of these guidelines is the development and implementation of teacher induction programs that focus on recruiting, retaining, and supporting beginning induction teachers. The Teacher Induction Guidance advises the development of comprehensive teacher induction programs that provide sustained professional learning that supports the needs of induction teachers. These guidelines also specify that local school districts establish a systematic approach to evaluate their induction programs. This includes collecting data to assess the quality and effectiveness of their induction programs and sharing findings with school district leaders and induction coordinators for the purpose of accountability, decision-making, and continuous program improvement (GaDOE, 2011, 2016). 
Statement of Problem
The first few years of a teacher’s career can determine their longevity within the teaching profession. Beginning teachers begin their teaching career excited and motivated to make a difference; however, they often quickly succumb to feelings of isolation, frustration, stress, and failure (Feiman-Nemser, 2012; Ingersoll et al., 2014). Teaching is considered difficult work for all teachers; however, the expectations and demands are particularly challenging for beginning induction teachers. Today’s teachers are expected to enter the profession with the ability to assume the same overwhelming responsibilities as veteran teachers (Dias-Lacy & Guirguis, 2017). Birkeland and Feiman-Nemser (2012) concur that many American schools “treat novice teachers as experts from the first day on the job, maintain norms of autonomy and isolation that limit new teachers’ access to colleagues’ expertise, and organize teachers’ work so that opportunities for ongoing professional learning are rare” (p. 111). 
Sanderson (2003) stated, “Teachers face many harsh realities during their first year of teaching and are often forced into situations where they are required to masquerade as experts” (p. 70). They must quickly learn the rules, routines, and procedures of their school, district, and state along with federal program and legislation requirements. They are expected to meet the needs of culturally, academically, and linguistically diverse learners by providing engaging lessons with hands-on activities, often with limited or no resources, that promote critical thinking and student growth, all while simultaneously implementing effective classroom management that promotes a positive learning environment (Chesley & Jordan, 2012; Ingersoll et al., 2014). 
Research further reveals that beginning teachers are often assigned to teach the more demanding classes or unfamiliar, less desirable subjects and given numerous additional non-teaching duties and responsibilities (Ingersoll, 2012; Ingersoll, Merrill, & May, 2014). Teaching assignments like this are difficult for experienced teachers but are especially difficult for beginning teachers who are experiencing the most challenging stage of their professional journey. Surviving this stage requires specific knowledge pertaining to the inner workings of the school and district. It also requires trainings on how to teach and manage diverse learners – many of whom have special needs, limited English proficiency, and different learning styles in addition to a wide range of family and social issues negatively impacting their focus, attitude, and overall desire to attend school, let alone comprehend and learn. Without adequate training and support, expectations such as these are not only difficult and overwhelming, they are completely unrealistic. 
Further compounding this issue is the fact that even teachers who graduated with their teaching credentials from rigorous universities still consider the first few years of teaching particularly challenging. The harsh reality is that even the most rigorous and innovative university pre-service education programs cannot fully prepare teachers for the daily complex demands of real-life teaching (Ball & Forzani, 2009; Bastian & Marks, 2017; Chesley & Jordan, 2012; Goldrick, 2009; Ingersoll et al., 2014). 
Consequently, teacher attrition has become a growing problem faced by many school districts as between 40% - 50% of beginning teachers leave the profession within the first five years (NCES, 2016). However, in a landmark study, Ingersoll and Smith (2004) found that beginning teachers who received multiple induction support components relevant to their immediate needs were significantly less likely to leave the profession. According to their results, beginning teachers who received zero induction components had an attrition rate of 40%, six components had a rate of 24%, and eight components reduced attrition to 18%. Similarly, Ronfeldt and McQueen (2017) investigated the relationship between the number of induction components received and teacher attrition. They found that each induction component received reduced the likelihood of a beginning teacher leaving the profession by 18% - 22% in the second year and 15% - 18% over a five-year period. 
Simply put, both induction quantity and quality matter. And, as stated earlier, if these induction supports are aligned with the needs of participating teachers, the likelihood they will stay in the profession increases even more. District leaders need to consider more than simply if induction teachers are supported, they also need to consider how (quantity, duration, and variety) induction teachers are supported, as well as the quality (relevance and usefulness) of the provided induction supports. It is time to move away from helter-skelter, sit-n-get, one-size-fits-all methods of induction and adopt a needs-based induction approach where induction supports are on-going, differentiated, collaborative, and job-embedded. As Davis and Sumara (1997) explained, learning to teach cannot be reduced to the mastery of a general set of knowledge and skills that are relevant to all teachers and teaching contexts. Therefore, district administrators seeking a stable, competent, effective teaching faculty can start by (1) identifying their needs, (2) developing various induction supports tailored to meet their identified needs, and (3) evaluating the quality of the induction support provided so that revisions can be made for continuous induction improvement. 
Purpose of this Study
Induction programs are a beneficial way to help beginning teachers survive and succeed during the first few years. However, major issues such as program quality (type of support and delivery), program relevance (needs-based), and program implementation (frequency and duration), along with minor issues such as inconsistent program terminology and definitions continue to surface throughout induction literature as common problems negatively impacting the support induction teachers receive. 
First, teacher induction quality generally varies by program content, delivery, and duration. According to Kent, Green, and Feldman (2012), “Induction programs are ill defined, vary greatly from one state to another, and are plagued with unrealistic or unreasonable expectations of both mentor teachers and new teachers” (p. 3). Other inconsistencies exist in the types of supports available, how these supports are defined, the methods in which these supports are delivered, and/or the number of supports offered. For example, mentoring is often the only form of induction support many beginning teachers receive, while others are provided multiple forms of support such as orientation, release time to meet with mentor, collaborative planning, professional development, reduced teaching/duty load, etc. (Birkeland & Feiman-Nemser, 2012; Ingersoll, 2012; Ingersoll & Strong, 2011; Matlach & Potemski; 2014). These inconsistencies exist in part due to lack of funding, time, and manpower. For instance, schools located in rural and urban areas generally experience limited resources and budget cuts which often negatively impacts the level of induction support these school districts can provide their induction teachers (Truscott & Truscott, 2005).
Secondly, many induction programs provide support that is irrelevant or disconnected from the needs and concerns of induction teachers. During the induction phase, it is crucial that beginning teachers have both their emotional and professional needs supported. Emotional needs refer to personal concerns such as exhaustion, feeling overwhelmed or stressed out, the unexpected financial burden of setting-up a classroom and purchasing school supplies, just to name a few, while professional needs focus on topics such as lesson plans, grades, assessments, classroom management, technology, parent communication, etc. These needs, along with many others, often go unmet as many induction programs do not directly assess or address the individual needs of their induction teachers (Cherubini, Kitchen, Goldblatt, & Smith, 2011; GaDOE, 2016; Harris, 2015; Hoover, 2011; Matlach & Potemski, 2014). Just as teachers are expected to assess the learning needs of their students and adapt their instruction to meet these needs, induction planners should be responsive to the learning needs of participating induction teachers and offer differentiated induction supports tailored to meet their needs. This type of needs-based induction approach is not common practice as many teachers report that they did not receive the induction support they needed and that their induction requirements really only added to their stress level and workload, ultimately leaving them feeling less than satisfied with their induction experiences (Harris, 2015; Haynes, 2014; Kang & Berliner, 2012; Ronfeldt & McQueen, 2017). 
In an effort to comply with national school reform, the GaDOE, in partnership with the Georgia Professional Standards Commission (GaPSC) established the Teacher Induction Guidance which provides a comprehensive induction model for Georgia school districts that infuses needs-based supports. This guidance focuses on the development and implementation of quality induction programs that focus on recruiting, retaining, and supporting beginning teachers. For the purpose of this study, I chose to focus on three major guidelines from the Teacher Induction Guidance. First, the guidance advises the development of needs-based teacher induction programs that provide multiple types of collaborative support, along with sustained professional development that is differentiated and job-embedded. Second, this guidance also specifies that school districts will establish program evaluations utilizing participant feedback and reflections to evaluate the quality and effectiveness of their induction programs. Third, program evaluations should include a continuous cycle of data collection, analysis of the data, and sharing findings with district leaders and induction coordinators for the purpose of accountability, decision making, and continuous improvements (GaDOE, 2011, 2016). Implementation requires a major overhaul of current induction development because this challenges the dominant views and norms of developing and implementing induction programs to suggest that the needs of participating teachers, along with evaluation feedback from previous induction participants be in included in the induction planning process. This mindset shift is not only necessary, but beneficial as it places the needs of beginning teachers at the center of teacher induction. 
Following these guidelines, this study (1) identified the needs and concerns of beginning elementary induction teachers from three East Central Georgia school districts, (2) identified the induction supports provided in these school districts, and (3) examined these teachers’ perceptions regarding the effectiveness of the induction supports provided. This study is a dissertation of practice in that the findings can be used to strengthen the existing teacher induction programs in three East Central Georgia school districts.
Lastly, there is an abundance of broad research on teacher induction across the United States; however, research on teacher induction in East Central Georgia school districts is severely limited. This researcher was unable to locate any induction studies conducted specifically in East Central Georgia within the last 10, or even 20 years. In response to this research gap, the final purpose of this descriptive study was to investigate the induction supports offered in three East Central Georgia school districts and examine elementary induction teachers’ perceptions of these induction experiences. The findings from this study will extend the limited body of induction literature and contribute to the improvement of existing induction programs in East Central Georgia as school district leaders gain insight into the effectiveness of current induction supports being offered.
Research Questions
The comprehensive question that framed this study was: What are elementary induction teachers’ perceptions of induction programs offered in East Central Georgia? Based on this comprehensive question, four sub-questions were developed:
1.	What are the identified needs of elementary induction teachers in East Central Georgia? What differences, if any, exist in the needs of these teachers among the following variables: (a) years of teaching experience; (b) teaching certification; and (c) grade level or teaching position? 
2.	What induction supports are provided to elementary induction phase teachers from the selected school districts in the following areas: (a) socialization into the district/school environment and culture; (b) special consideration in teaching/duty assignments; (c) professional support and development; (d) mentoring support; and (e) peer observations?
3.	Which induction support components do elementary induction teachers perceive as effective in meeting their needs?
4.	What recommendations are provided for future induction program planning? 
Guiding Frameworks
	It was important for me to conduct research that was directly related to my professional interest and beneficial to the teaching profession. As noted above, there is an abundance of broad research on teacher induction across the United States; however, research on teacher induction in East Central Georgia school districts is severely limited. In response to this research gap, the main purpose of this descriptive study was to investigate the induction supports offered in three East Central Georgia school districts and examine elementary induction teachers’ perceptions of these induction experiences. The findings from this study will extend the limited body of induction literature and contribute to the improvement of existing induction programs in East Central Georgia as school district leaders gain insight into the effectiveness of current induction supports being offered.
	My search for a guiding framework forced me to consider which lens I wanted to use for framing this study on teacher induction. I reflected upon the comprehensive research question guiding this study regarding teachers’ perceptions of induction programs in East Central Georgia, along with the sub questions related to the practical aspects of the provided induction support. These questions are practical in nature as they seek to find out what works and provide solutions to problems (Creswell, 2013) by asking what, why, and how type questions (Morgan, 2013). 
In considering how this study would be situated in critical frameworks, this researcher selected the pragmatic paradigm for the guiding framework as a pragmatic research approach most closely aligns with the purpose of this descriptive study of teacher induction in East Central Georgia. As I dug deeper, I discovered Creswell’s (2013) pragmatic research approach which proved to be a logical framework for this study as it provides a guide for thinking about problems of practice, such as teacher induction. Creswell explains that a pragmatic research approach does the following:    
	allows areas to be studied that are of interest (problem of practice);
	places the research questions as the central focus;
	embraces data collection methods that best suit the research questions; and 
	uses findings to promote positive change. 
Analyzing induction literature yielded other conceptual and theoretical perspectives that further support this study. These supporting frameworks draw upon conceptual perspectives related to effective induction practices and were used for strengthening future induction support in East Central Georgia. These supporting conceptual perspectives also helped guide the structure and implementation of this study and provided specific focus for the pragmatic lens used to analyze and make sense of the data. 
The following sections further describe the pragmatic paradigm, pragmatic research, the Teacher Induction Guidance, needs-based induction, perceptions, evaluation of effectiveness, and Moir’s phases of teacher development. 
Pragmatic Paradigm
	A research paradigm is a set of common beliefs or an agreed upon model or method that provides an underlying framework for how problems should be studied (Kuhn, 1962). The three most common paradigms are positivists, constructivists, and pragmatists. Pragmatism is an American school of philosophy (​https:​/​​/​www.papermasters.com​/​philosophy-schools-thought.html" \t "_blank​) which emerged in the second half of the 19th century (​https:​/​​/​www.papermasters.com​/​nineteenth-century.html" \t "_blank​). Originally developed by Charles Sanders Peirce (1839-1914), pragmatism was expanded upon and spread by the writings of William James (1842-1910) and John Dewey (​https:​/​​/​www.papermasters.com​/​john-dewey.html" \t "_blank​) (1859-1952). Pragmatist face problems and try to solve them from a practical point of view. They consider principles of action, such as usefulness, workability, practicality, action, and problem-solving priority over doctrine. 	Pragmatism is recognized as one of the most important schools of philosophy of education not only because of these principles of action, but also because of its broad usefulness. For example, pragmatism can be used as a research approach that applies a common method used for inquiry; a methodological approach that uses both qualitative and quantitative research methodologies; or a philosophical approach that should have meaning and utility in the solution of human problems (Patton, 21015).  
	John Dewey (1931) promotes a pragmatic way of approaching inquiry through experience, examination, and change. In relation to this study, these three pragmatic approaches offer a sound framework consistent with parameters under which induction programs can be studied. Thus, they served as the building blocks for the foundation of this examination of teacher induction programs in East Central Georgia and are further explained in the sections that follow. 
Dewey’s Pragmatic Research 
	One notable pragmatist philosopher, John Dewey (1859–1952), applied pragmatism to educational theory and was highly influential in American education in the 20th century. According to Dewey (1978), inquiry begins as a problem which researchers are “aimed at fixing” (p. 98). This pattern of inquiry is the bases of his problem-solving method. Dewey (1931) listed the steps to this method which allows the researcher to explore a problem of practice, such as teacher induction. This pragmatic-inspired model allows the researcher to consider (a) experience – conducting research that addresses a problem of practice or interest; (b) examination – analysis through multiple methods of data collection, such as qualitative and quantitative sources; and (c) change – suggest practical solutions to problems. In summary, Dewey’s pragmatic research approach focuses on a problem and tries to find practical solutions with the use of mixed methods. 
	Similar to Dewey, Mertens & Wilson (2012) explain that pragmatist will study a program and gather data about how that program is working in order to test its effectiveness, draw conclusions, and promote positive change. Based on these guidelines, this researcher considered this descriptive study pragmatic in that it evaluates the effectiveness of induction programs offered in three East Central Georgia school districts and examines participants’ perceptions of these induction experiences. This study is formative in nature as it seeks to find practical ways to improve induction programs in East Central Georgia.  
Teacher Induction Guidance 
In 2016, the New Teacher Center conducted an analysis of state policies on teacher induction and provided a comprehensive look at teacher induction policies in each state. This policy brief, titled Review of State Policies on New Educator Induction, also offers a universal framework for induction program accountability that includes: 
	designing induction programs that focus on the unique professional needs of induction teachers;
	conducting continuous program evaluations that examine the quality and effectiveness of the provided induction supports; and 
	collecting and analyzing program evaluation data as a basis for future program improvements. (NTC, 2016)
This framework provides a systematic approach to assist in the development, implementation, and evaluation of quality induction programs. This criterion establishes high expectations for educational stakeholders who make informed decisions regarding the development of induction teachers and the implementation of teacher induction programs. 
Similar efforts occurred in Georgia when a cross-disciplinary team developed the Teacher Induction Guidance (2016) as an approach for continuous induction improvement across Georgia. The basis of this guidance is to provide guidelines for Georgia school districts in the development, implementation, and evaluation of high-quality induction programs that support not only the retention, but also the ongoing development of induction teachers. Three of these guidelines of effective teacher induction were used to guide the context of this study: (1) needs-based induction, (2) evaluation of induction program effectiveness, and (3) share evaluation data with stakeholders for continuous improvement. 
According to the guidelines, needs-based induction requires that induction support is differentiated based on the needs and experiences of participating teachers. These guidelines place value on participant feedback and thus requires that participants are provided a means to safely submit their honest feedback through program evaluations. It is also specified that participant reaction (perception) data must be collected and analyzed as part of the program evaluation process (GaDOE, 2016). These guidelines state that local school districts should establish a systematic approach to evaluate the quality and effectiveness of their induction programs through a cycle of data collection, data analysis, and sharing data findings with district leaders and induction planners to support continuous program revisions. These induction guidelines were used to guide the context of this study as they (a) underpin the importance of providing needs-based induction and requiring program evaluations and (b) identify participant perceptions as a valuable data source to include as part of the induction program evaluation process.  
Needs-Based Induction 
The first important guideline of effective induction used to further guide the context of this study is needs-based induction, also known as differentiated induction support. Needs-based induction is an approach to induction planning that places the learning needs of participating teachers at the forefront of induction development and implementation. This induction approach is grounded by the individualized nature of teaching and teacher development, and the differentiated instructional paradigm which further emphasizes the necessity of developing induction supports that align with the professional and emotional needs of induction teachers. 
	Gold (1996) proposed that to effectively support beginning teachers, induction programs must meet both their professional and emotional needs. He proposed that induction programs should be differentiated based on the identified professional and emotional needs of participating teachers. He provided the following descriptions to highlight the differences between these two types of needs. According to Gold, professional needs may include content knowledge; pedagogy methods and practices; and reflection strategies. Personal needs are more collaborative in nature and usually encompass a “sense of self through confidence guiding, developing feelings of effectiveness, encouraging positive self-esteem, enhancing self-reliance, and learning to handle stress” (p. 561). 
According to Bartell (2005), induction programs can only be meaningful if they are designed to meet the needs of beginning teachers. Bartell states, “An effective plan for support of all new teachers will recognize and build on the knowledge and experience the induction phase teacher brings to the classroom, assist teachers in gaining what is weak or lacking, and extend learning so that the teacher moves to higher levels of accomplished teaching” (p. 9). Her work has also provided an effective model for personalizing professional development. Bartell’s model focuses on the development of high-quality teaching by meeting the needs of teachers. She believes that both professional development and induction support should be differentiated based on the identified needs and grade level/subject area of participating teachers. 
Wong (2005) also supports the notion that effective induction support must be responsive to the needs of beginning teachers. He explains that effective induction programs are:
	Comprehensive – extensive, structured program consisting of many components, topics, activities, and people.
	Relevant – provide differentiated supports that align with the needs of program participants. 
	Sustained – program supports continue for multiple years. (p. 47) 
According to Wong, induction programs that adhere to these guidelines can scaffold multiple different support components by providing differentiated supports that are relevant to the needs of participating teachers. His research found that needs-based induction programs are more successful in promoting beginning teacher retention and satisfaction than generic programs, and there is considerable research that echoes Wong’s findings (Alliance for Excellent Education, 2014; Bickmore & Bickmore, 2010; Darling-Hammond, 2015; GaDOE, 2016; Goldrick, 2016; Ingersoll & Strong, 2011; NTC, 2016; Wechsler, Caspary, Humphray, & Matsho, 2012).
Finally, the above referenced works of Bartell (2005) and Wong (2005) support Knowles’ (1980) theory of andragogy. In order to provide effective, well-planned support for induction teachers, it is necessary to recognize how adults learn. Understanding the ways in which adults learn can positively impact the effectiveness of the learning that takes place. Proponents of Knowles (1980) posits that the following principals of adult learning can provide insights into designing professional learning that effectually meets the needs of all teachers at any phase of their careers. According to Knowles’ (1980) principals, adult learners: 
	desire an active role in the planning process of their leaning content and experiences; 
	seek to enhance their existing knowledge base and expand upon their prior experiences;
	have high levels of motivation for learning what they perceive as relevant to their needs; and 
	are practical and focus more on learning knowledge and skills most useful to them in their profession. 
Perceptions 
The theoretical concept of perceptions was also used as a guiding framework to further support this study. The choice to use perceptions is based on the notion that perceptions help shape an individual’s world view and attitude. The power of perception is present throughout induction literature. It has been well documented that successful induction into the teaching profession is largely dependent upon beginning teachers’ perceived effectives of the induction support provided (Ball & Forzani, 2009; Bastian & Marks, 2017; Chesley & Jordan, 2012; Goldrick, 2009; Ingersoll et al., 2014). The way beginning teachers perceive the effectiveness of their induction support has bearing on their commitment and attitude towards the teaching profession (Darling-Hammond, 2015; Ingersoll and Strong, 2011). It, therefore, follows that the perceptions (beliefs, views, and observations) of beginning teachers are beneficial to the study of teacher induction.
Corbell, Osbourne, and Rieman (2010) define the word perception as a judgment or evaluation. Their research identifies two reasons for studying the perceptions of induction teachers that aid in supporting the framework of this study. First, when the perceptions of teachers are acknowledged, induction programs can provide targeted induction support and professional learning. Second, knowing the perceptions of participating teachers can lead to a more strategic approach to induction planning which is more expedite, effective, and cost efficient.  
According to Cherubini, the perceptions of beginning teachers’ induction experiences play a significant role in the formation of their attitudes towards teaching (2007, 2009). Similarly, Nielson, Barry, and Addison (2006) concluded that the perceptions of beginning teachers regarding the quality of their induction support were directly related to their outlook of the teaching profession. Years later, Ladd (2011) also found that the early perceptions of beginning teachers mold their future teaching satisfaction, performance, and success which influences their overall teaching career. 
Williams and Gillham’s (2016) research concurred that beginning teachers’ perceptions about their needs and induction program quality are valuable. These researchers argued that the success of teacher induction depends on how effective the supports are perceived to be in meeting the professional and emotional needs of teachers. When induction program supports do not reflect these needs, participants lose interest in the program and feel disinclined to participate.
Investigations of beginning teachers’ perceptions continue to enhance our understanding of the types of induction components that can increase teacher retention and positively impact teaching and student learning. The idea that there is value in the perceptions of beginning induction teachers therein supports a pragmatic paradigm. Armed with a greater understanding of teachers’ perceptions of induction program effectiveness and deficiencies, school district leaders and induction coordinators can better develop meaningful induction experiences that address and support the needs of induction teachers. 
Evaluation of Effectiveness 
Gay, Mills, and Airasian (2009) define evaluation research as the process of collecting and analyzing data about the quality, effectiveness, merit, or value of educational programs, products, or practices. Evaluation data provides information about the effectiveness of current programs and offers recommendations that bring positive change through program improvements. They explain, however, that the ultimate goal of evaluation research is to gather valuable data to inform decisions that lead to beneficial educational reforms or policy recommendations.
Evaluation research can include formative or summative evaluations. Formative evaluation is documented within the literature as being essential to the success of induction programs due to its continuous evaluation of a program’s effectiveness (Hendricks & Louw-Potgleter, 2012). Also, formative evaluations are important so that support can be individualized to better meet the needs of participating teachers. Moir (2009) points out the need to evaluate stating that, “When accountability is built into an induction program, participants can document growth towards defined objectives” (p.19). Induction programs and their participants should be continuously monitored and required to provide feedback through a variety of means. According to NTC (2016), successful induction programs regularly self-assess using both quantitative and qualitative data collection methods for immediate program feedback to discover what is effective and what needs improvement, and to monitor the longitudinal effects of the program. NTC recommends that states “assess or monitor program quality through accreditation, program evaluations, surveys, site visits, self-reports, and other relevant tools and strategies” (2016, p.1). 
Evaluations of induction programs should be completed routinely by participants so that induction coordinators can identify which induction supports are most effective, as well as which topics and activities address teachers’ needs and interests. The Georgia Teacher Induction Guidance (2016) assert that program evaluations (a) help keep induction support grounded in the needs of induction teachers; (b) assess program quality and effectiveness; (c) identify program strengths and weaknesses; and (d) promote continuous program improvement. If state education leaders are to be convinced to financially support teacher induction programs, school districts must develop plans for evaluating their induction programs.  These plans must include (a) collecting data to assess the quality and effectiveness of provided induction supports to guide future program planning and (b) documenting the impact these programs have on teacher effectiveness, student achievement, and teacher retention and satisfaction (GaDOE, 2016). 
Moir’s Phases of Teacher Development 
	A good starting point when researching or planning induction support is a professional understanding of teacher development. Both induction researchers and program coordinators should take the individual needs of teachers into consideration. To do this effectively, it is important to consider that teachers beginning develop through different phases during their first few years. An understanding of these phases will help clarify teachers’ needs and expectations throughout the school year which will assist in planning induction supports to better meet the needs of induction teachers.
According to Moir (1999), teachers cycle through five phases each school year during their first few years of teaching: (1) anticipation, (2) survival, (3) disillusionment, (4) rejuvenation, and (5) reflection. Figure 1 shows the timeline proposed by Moir.  

Figure 1. Moir’s Phases of Teacher Development 
The anticipation phase represents a time of excitement about being a teaching and usually occurs during the months of July-September. Survival mode kicks in around October leading to feelings of disillusionment during the months of November and December. During the disillusionment phase, teachers often become so overwhelmed by the demanding workload and expectations that their stress level increases often resulting in feelings of disappointment and frustration. By the time winter holidays arrive, teachers are in need of a long break as they are usually experiencing feelings of exhaustion, discouragement, and defeat. The rejuvenation phase occurs after winter holidays when teachers have had some personal time to rest and relax. They return to work in January refocused and rejuvenated ready to start fresh again and remain in this phase with ups and downs through April. Finally, during the months of May and June teachers move into the reflection phase and reflect upon the year’s successes and challenges. 
In addition to understanding the developmental phases of teachers, this researcher used Moir’s model to develop a timeline to guide the implementation of this study. Data collection occurred during the reflection phase which according to Moir’s timeline shown above occurs during May and June.
Limitations and Delimitations
1.	This study was limited due to the purposeful sampling of beginning elementary induction teachers from three East Central Georgia public school districts who participated in teacher induction during the 2013-14, 2014-15, 2015-16, 2016-17, and 2017-18 school years.
2.	Due to the purposeful sampling, the generalizability of this study is minimized; however, since the goal of this descriptive study is to strengthen teacher induction in East Central Georgia, generalizability was not the intent of the study. This study is a dissertation of practice in that the findings will be used to strengthen the existing induction programs offered in these school districts. 
3.	Data collection occurred May 1 - 25, 2018, which according to Moir’s (1999) timeline of teacher development is the reflection phase. The month of May is a very busy and often a stressful time for teachers due to numerous end-of-the-year responsibilities and activities. This could have caused some induction teachers not to participate.  
4.	The survey was closed after a 4-week window. This time restraint may have prevented potential participants, who could have contributed additional insights, from participating. 
5.	This study was limited to elementary induction teachers who choose to participate in the survey and focus groups. 
6.	Due to the researcher’s professional connection with some of the participants, results may be more/less accurate than if an outsider conducted the research. 
7.	Participants may have been influenced by self-reporting bias which weakens validity. According to Mischel (2013), self-reporting biases occur when (1) participants provide answers they believe the researcher is seeking or (2) present themselves in a positive manner instead of being completely honest. 
Definition of Key Terms
The following key terms are defined in the context of this study:




Beginning teacher: (a) new to the profession with less than five years of teaching 

experience or (b) new to the school district but not new to the profession  

Induction: (a) the initial stage or phase of one’s career and (b) a program of professional 

development and support (Strong, 2009)

Induction program: (a) an organized system of supports provided to help develop and 

support teachers as they transition into the teaching profession and (b) consist 

of various components and activities which often includes mentoring and 

professional learning (Strong, 2009)  

Induction teacher: a teacher begin inducted into a new school district

Mentee: a teacher who is being mentored 

Mentor:  a highly-qualified, experienced teacher who provides guidance; shares 

knowledge and experiences; and supports the professional growth, development, 

and success of their mentee 

Mentoring: a learning relationship through which a mentor teacher shares knowledge, 





Needs-based induction: induction that is 1) differentiated to meet individual needs of 
	
	participants, 2) comprehensive, and 3) sustained 

Peer observations: teachers observing teachers and providing constructive feedback  





Retention: to keep teachers in the profession; to decrease transfers between school 










In 1978 the state of Florida was the first to establish a state-level induction program (Woods & Stanulis, 2009) making the history of teacher induction in the United States relatively recent. The evolution of induction programs flourished as part of the “reform efforts of the 1980s” (Dever, Johnson, & Hobbs, 2000, p. 241), and since the mid-1980s there has been continued rapid growth of induction programs and state induction polices (Goldrick et al., 2012; Ingersoll, 2012; NTC, 2016a). An analysis of induction policies in the United States by the NTC (2016a) found that in the early-1980s, only eight states reported having policies related to teacher induction support. Over two decades later, in 2000 the number of states with induction polices and funding increased to twenty-two nationally due to NCLB focus on improving teacher quality and retention. By 2012, twenty-seven states mandated some form of induction or mentoring support, jumping up to twenty-nine states by 2016. Of these twenty-nine states, only fifteen require multi-year induction support and sixteen provide regular funding specifically for teacher induction and mentoring. In the Southeast in particular, Alabama, Kentucky, Louisiana, Mississippi, North Carolina, South Carolina, Tennessee, Virginia, West Virginia, and Georgia all established broad state induction policies. However, within each state and respective school district little is known about the induction specifics; for example, provided support components, the duration of the induction support, requirements for successful induction completion, and the perceived effectiveness of the provided induction support (Goldrick et al., 2012; Ingersoll, 2012; Ingersoll & Strong, 2011).  
Currently, teacher induction in Georgia is part of RT3 and TKES initiatives to improve teacher effectiveness in public schools by focusing on the preparation, recruitment, induction, evaluation, and continued professional development of induction phase teachers. It is expected that this focus on teacher induction will continue as many states still struggle to recruit, hire, train, and retain highly qualified teachers. According to current data provided by NTC (2016a), roughly one in five U.S. public school teachers are in their first three years on the job. It is estimated that by 2020, 50% of all teachers will have less than 10 years of teaching experience. Also by 2020, an estimated 300,000 new teachers will be needed per year and is projected to increase to 316,000 by 2025. This represents a problem which may be the reason Ingersoll stated that, “Induction is an education reform whose time has come” (2012, p.1).
Teacher Induction
Across the United States, the induction period for teachers is typically the first three to five years of their teaching career. These early years are considered the most intense, challenging, and crucial for all induction teachers as these early years most influence the type of teacher they will become. This is because the early years represent an important time in which teachers begin to form their values and beliefs about the teaching profession and establish teaching practices and routines that will last throughout their careers (Feiman-Nemser, 2012; Haynes, 2014; Ingersoll & Strong, 2011). As they begin to develop an understanding of themselves as teachers, their personal teaching persona (teaching identity) begins to emerge (Cook, 2009; McCann & Johannessen, 2004) and will later impact their commitment and passion for teaching (Clandinin, Downey, & Huber, 2009). Thus, one theory behind teacher induction is that as teachers acclimate to the profession and begin developing their teaching persona, it is beneficial to provide quality induction support to help promote the overall growth and development of positive teaching personas. 
Another theory behind induction is that teaching is difficult work and the transition from pre-service teacher to in-service teacher presents a variety of unique and difficult challenges that university education programs are unable to fully prepare pre-serve teachers for (Ball & Forzani, 2009; Bastin & Marks, 2017; Chesley & Jordon, 2012). According to Ingersoll and Strong (2011), “The theory behind induction holds that teaching is complex work, that pre-employment teacher preparation is rarely sufficient to provide all of the knowledge and skills necessary to successful teaching, and that a significant portion can be acquired only while on the job” (p. 202). The daily ever-changing experiences of real-life teaching cannot be fully taught at the university level, this can only be acquired on the job, often referred to as in the trenches.  This view holds that the main purpose of teacher induction is to aid the transition from student teacher to professional teacher by (a) providing the emotional supports needed to help ease the transition, and (b) providing the professional knowledge and skills necessary for survival and success. 
One final theory behind teacher induction is that beginning teachers tend to be less effective and more likely to leave the profession than their more experienced peers. Thus, induction support should be provided to not only help orient, support, train, and retain beginning teachers, but to also propel them to get better faster (NTC, 2014). This theory is based on the premise that induction support is intended to help make beginning teachers more effective earlier in their careers, ultimately making them feel successful and more likely to remain in the teaching profession.  Induction research supports this theory confirming that well-prepared and well-supported beginning teachers have higher job satisfaction and more successful teaching experiences making them more likely to continue teaching (Harris, 2015; Haynes, 2014; Ingersoll & Smith, 2004; Ingersoll et al., 2014; Matlach & Potemski, 2014). 
To further add to the complexity of teacher induction, research identifies three frameworks that influence the way induction is viewed. Induction can be: 1) a particular period of time, 2) a specific phase in teacher development, or 3) a designed program of support. For example, Ingersoll and Smith (2004) frame their definition of teacher induction in terms of time, identifying the induction period as the first three to five years of one’s teaching career. For others, induction is considered a phase through which individuals transition from a student of teaching to a teacher of students (Moir, 2009; Strong, 2009). Fresko and Nasser-Abu Ahija (2009) explaine the induction phase as an important learning stage in which teachers adjust to their new teaching roles and responsibilities. However, teacher induction is most commonly considered a formal program designed to train, support, and retain induction teachers. According to Wong (2005, 2010), induction programs are designed to assist beginning teachers (1) expand their content specific teaching strategies; (2) acquire important practical knowledge related to students, curricula, workplace norms, and (3) school policies; and test their beliefs and ideas about teaching. 
Wong further explains that induction is often designed as a short-term program, however he urges district leaders to make plans for a long-term induction process. He explains:
Induction should be a system wide, coherent, comprehensive training and support process that continues for 2 or 3 years and then seamlessly becomes part of the lifelong professional development program of the district to keep new teachers teaching and improving toward increasing their effectiveness (p. 42).
Wong’s theory of induction as multi-year support that includes multiple differentiated support components as part of an on-going professional development continuum is most commonly referred to as a comprehensive model of induction. Comprehensive induction is defined as “a package of supports, development, and standard-based assessments provided to beginning teachers during at least their first two years of full-time professional teaching” (AEE, 2004, p.11). A comprehensive induction program should include the following: 
	thorough orientation to the district and school culture;   
	extensive and multi-year mentoring from a trained mentor; 
	sustained needs-based professional support and development;
	job-embedded collaboration;   
	peer-based professional learning communities;
	peer observations and feedback;
	formative and summative assessments of teaching performance; and 
	summative program evaluations. (AEE, 2004, 2014; Ga DOE, 2011, 2016; NTC, 2011, 2016)
Although providing some type of induction support throughout the first year is common practice in most school districts, providing comprehensive induction is not. An analysis of 2007-2008 induction data conducted by Ingersoll (2012) found that only 5% of beginning teachers received comprehensive induction support even though it is reported that these programs cut attrition in half and beginning teachers who receive this level of induction support develop effective teaching skills more rapidly and are significantly more likely to remain in the profession. 
During a landmark study, Ingersoll and Smith (2004) conducted a longitudinal analysis of data from the Schools and Staffing and Teacher Follow-Up Surveys (SASS/TFS) to reveal if the number of induction components positively correlated with lower attrition. They found that beginning teacher attrition decreased as the number of induction components received increased. For instance, beginning teachers who received zero induction components had an attrition rate of 40%, six components had a rate of 24%, and eight components reduced attrition to 18%. Similarly, Ronfeldt and McQueen (2017) investigated the relationship between the number of induction components received and teacher attrition. They found that each induction component received reduced the likelihood of a beginning teacher leaving the profession by 18% to 22% in the second year and 15% to 18% over a five-year period. 
It is important to note that while research suggests that induction programs can increase teacher retention rates, this impact depends on the quality, relevance, and duration of the induction supports provided. Therefore, providing comprehensive, coherent, and sustained induction support that is responsive to the needs of beginning teachers is essential. Efforts must be made by induction coordinators to better understand the individual needs and experiences of their beginning teachers so that differentiated approaches can be utilized to scaffold the induction support and professional development needed to help these beginning teachers become effective teachers. 
Teacher Needs
Throughout the last three decades, numerous research studies have been conducted to identify the specific needs and concerns of beginning teachers. It is important to note that the phrase needs and concerns and the term problems are used interchangeably throughout induction literature, and this study, to describe reoccurring problems faced by beginning teachers. It is also important to acknowledge that the needs of beginning teachers are different from the needs of experienced teachers, and that these needs most often contribute to teachers leaving the profession.
In 1984, Veenman pioneered research regarding the problems beginning teachers face. He describes a problem as “a difficulty that beginning teachers encounter in the performance of their task, so that intended goals may be hindered” (p. 143). He conducted a meta-analysis of 83 studies from around the world for his article Perceived Problems of Beginning Teachers. Through this analysis he identified the following problems as most difficult for beginning teachers: 
classroom discipline, motivating students, diverse student population, assessment, relationships with parents, organization of class work, obtaining/insufficient materials and supplies, dealing with problems of individual students, heavy teaching load resulting in insufficient preparation time, relationships with peers, lesson/unit planning, effective instruction, awareness of district/school policies and procedures, determining learning level of students, content knowledge, burden of clerical work, and relationships with administrators (p. 40).
Stimulated by Veenman’s research, during the late-1990s numerous research studies were conducted to assess the needs and concerns of beginning teachers (Blair-Larsen, 1998; Gold, 1996; Marlow, Inman, & Betancourt-Smith, 1996). These studies identified the following common categories of concern: (a) psychological concerns– isolation, boredom, stress, frustration, exhaustion; (b) professional concerns – class size, teaching assignments, non-teaching duties, paper work, writing lesson/unit plans, lack of supplies; and (c) student concerns – discipline problems, diverse student population, lack of motivation, different learning needs and styles. 
More recent studies support these previous studies in that beginning teachers are still concerned about teaching assignment(s), obtaining teacher resources, content knowledge, instructional strategies, classroom management, assessments, isolation, lack of peer and administrative support, difficult and large classes, lesson planning, and student motivation. In addition, these studies also identified the following new categories of concern: using student data to improve teaching and student learning, SPED students, Gifted students, RTI process, TKES, differentiated instruction, using required technology resources/programs, and student achievement and growth (Dias-Lacy & Guirguis, 2017; GaDOE, 2016; Harris, 2015; Matlach & Potemski, 2014; Williams & Gillham, 2016).
Teacher Attrition
According to the National Center for Education Statistics (NCES) attrition data, between 40%-50% of beginning teachers leave the profession within the first five years of teaching (2016). This means that during any given five-year period, nearly half of the U.S. teaching population dropout of the teaching profession. Over the past three decades, the attrition rate of teachers who choose to leave his or her current school or the teaching profession altogether has remained an issue of concern among educational leaders in the U.S. Nationally, the average turnover rate for all professions has remained steady at about 12% however, the average turnover rate for the teaching profession is between 19% - 30% (Sutcher, Darling-Hammond, & Carver-Thomas, 2016). According to future projections provided by NTC (2016a), it is estimated that by 2020, 50% of all teachers will have less than 10 years of teaching experience. Also, by 2020, an estimated 300,000 new teachers will be needed per year and is projected to increase to 316,000 by 2025.
Approximately half a million teachers across the United States leave their schools each year. Sixteen percent of this turnover is due to teacher retirement while the remaining 84% is the result of transfers between schools and teachers leaving the profession entirely, highlighting teacher turnover, not teacher shortages or retirement, as the leading cause of attrition in the United States (Carver-Thomas, 2016; Gray & Taie, 2015). The National Commission on Teaching and America’s Future (NCTAF) acknowledges this situation: 
Too few of the teachers we have prepared are choosing to enter the schools, and too many of those who are hired don’t stay long enough to join their colleagues in developing a quality teaching environment once they are there. Newly prepared teachers, and those with as many as five or more years of experience, are leaving their schools in growing numbers; they are leaking out of the bucket faster than we can replace them. The response has been to try to keep the bucket full by pouring in more inexperienced teachers and under prepared individuals at a faster rate, but this has destructive consequences for the quality of teaching in many schools. Why? Because these novice teachers flow through the schools so fast that they aren’t in their jobs long enough to become good at them. (2003, p. 23–24)  
Although attrition affects all schools nationwide, attrition rates are about 50% higher for schools located in urban and rural areas and high poverty schools. The average attrition rate for high poverty schools is 15%, which is more than double the average 7% attrition rate for low poverty schools (Sutcher et al., 2016). High poverty schools lose over half of their teaching staff every 5 years (Aragon, 2016; Simon & Johnson, 2015). National trends in teacher attrition also reveal that the South has a higher attrition rate of 16% compared to the Northeast, Midwest, and West regions of our country where attrition rates average about 13% or less (Sutcher et al., 2016). Consequently, Georgia is one of the top 10 states with the greatest attrition rates per year (Owens, 2015).
The 2016 Status Report: Georgia K-12 Teacher and Leader Workforce, from the GaPSC (2017), reports that between 2010-2015 Georgia's beginning teachers left the workforce after their first year of teaching at an average attrition rate of 13%. In 2015, after only five years of teaching, 44% of Georgia teachers hired in 2010 were no long teaching, which is a significant increase from the 25% who left after five years in 2000. During this same year, the Georgia teaching workforce consisted of 25% with zero to five years of experience (of which 5.4% were first year teachers), 23% with six to ten, and 22% with eleven to fifteen years of experience, revealing almost half (48%) of the Georgia teacher population having ten or fewer years of experience, compared to 38% nationally. These findings are concerning especially considering that the AEE believes that beginning teachers need at least three to seven years of experience to become highly effective teachers (2014). 
These findings demonstrate that teacher attrition is a major problem present in public school districts across the United States and especially in the state of Georgia. After processing this data it only seems fitting that education is often described as a profession that “eats their young” (Anhorn, 2008, p. 15). The NCTAF considers teacher attrition a national crisis as these continued high attrition rates are very costly to school districts often causing (1) higher economic costs due to continually having to recruit, hire, and train new teachers; and (2) unstable learning environments where students are continually taught by new and/or inexperienced teachers.      
Financial Burden of Attrition
The financial costs of attrition impacting public education in the United States are staggering. The costs to recruit, hire, and train beginning teachers imposes a significant financial burden on public school districts. As beginning teachers leave their districts or the teaching profession altogether, a double financial loss occurs: (1) money is lost in previous training that will not be applied long enough to get a return on investment, and (2) money has to be spent on future training for incoming beginning teachers. Attrition can cost each school district up to 30% of a beginning teacher’s salary. This can range from approximately $9,000 per teacher in rural districts to more than $20,000 per teacher in urban districts. Barnes, Crowe, and Schaefer (2007) found that the actual cost to a school district for teacher turnover increases as the size of the school district increases. It is estimated that the national cost of teacher attrition ranges between $2.2 billion and $4 billion per year (AEE, 2014). More specifically, it was estimated that attrition cost Georgia almost $400 million dollars in 2005, increasing nearly $60 million from 2001 (GaPSC, 2017). 
The NCTAF acknowledges our failure to recruit, retain, and support our newest teachers in its policy brief, The High Cost of Teacher Turnover: 
Until we recognize that we have a retention problem we will continue to engage in a costly annual recruitment and hiring cycle, pouring more and more teachers into our nation’s classrooms only to lose them at a faster and faster rate. This will continue to drain our public tax dollars, it will undermine teaching quality, and it will most certainly hinder our ability to close student achievement gaps (2007, p. 1).
This report included an 18-month pilot study of teacher turnover and its costs in five school districts: Chicago, Illinois Public Schools; Milwaukee, Wisconsin Public Schools; Granville, North Carolina County Schools; Jemez Valley, New Mexico Public Schools; and Santa Rosa, New Mexico Public Schools. In both small and large school districts the study found that the costs associated with recruiting, hiring, and training beginning teachers are substantial. The cost per teacher dropout from rural Jemez Valley, New Mexico was $4,366. In a very large district like Chicago, the average cost was $17,872 per dropout putting the total cost of turnover in Chicago Public Schools at over $86 million per year. In addition, after using the Teacher Turnover Cost Calculator from this pilot study, it was estimated that Atlanta, Georgia public schools spent close to $11 million in 2007 on costs associated with teacher turnover. 
Thankfully there is hope. Over time, school districts that invest in needs-based comprehensive induction programs have less teacher attrition and higher teacher retention (Ingersoll, 2012; Ingersoll et al., 2014). Also, the cost of teacher induction is less than the cost of teacher turnover. The estimated cost of teacher induction is one-tenth the total costs of recruiting, hiring, and training a beginning teacher. Economists have reported that investing in comprehensive induction for five years can create a payoff of $1.66 for every $1.00 spent (Villar & Strong, 2007). School districts benefit when they view beginning teachers as long-term investments and provide comprehensive induction programs. This is because overtime the costs associated with teacher induction will be offset by the savings gained through decreased attrition rates (Shockley, Guglielmino, & Watlington, 2006). 
Potential Benefits of Teacher Induction 
When reviewing the literature surrounding new teacher induction, several studies indicate a positive correlation between induction support, and teacher satisfaction and retention. A study conducted by the NCTAF (2003) confirmed that quality induction programs improved teacher satisfaction, instruction, and retention by providing needed training and resources through ongoing professional development and collegial relationships thorough mentoring. Smith and Ingersoll (2004) confirmed these findings after reviewing induction studies and discovering sufficient evidence to support the argument that teacher induction “increases job satisfaction, efficacy, and retention of new teachers” (p. 684). Earley and Ross (2006) found that well-crafted induction programs have been shown “to have positive effects on recruiting new teachers; teacher quality; student achievement; K–12 curriculum, instruction, and assessment; and professional development of veteran teachers” (p. 23). They also note that effective induction will “positively impact teacher retention, and decrease the overall cost of recruiting, preparing, and developing teachers” (p.7). 
In 2011, Ingersoll and Strong published a meta-analysis of 15 empirical studies on the effects of teacher induction and found that induction has an overall positive effect on three areas: (1) teacher retention – participation in an induction programs increases the likelihood that a teacher will continue teaching and also remain at the same school; (2) classroom instruction – beginning teachers who participate in some form of induction are more effective teachers; and (3) student achievement – students of beginning teachers who receive induction support generally have higher tests scores. For example, in one of the studies assessing how professional development affects student achievement, researchers found that students of teachers who received 49 hours or more of professional learning over a 1-year period gained approximately 21 percentile points more than other students. However, teachers receiving 14 hours or less of professional learning saw no statistically significant increase in student test scores. 
In another reviewed study, Ingersoll and Strong (2011) compared the retention rates of mentored and non-mentored beginning teachers. Research on mentoring programs indicates connections between mentoring and teacher retention. Of the public school teachers who were assigned a mentor during their first year of teaching, 92% were still teaching their second year and 86% were teaching their fifth year. In contrast, of those not assigned a mentor their first year, 84% were still teaching their second year and 71% were still teaching their fifth year. Over each of their first five years, teachers who had participated in first-year mentoring were more likely to continue teaching than those who did not have first-year mentoring.
Although research findings such as these have prompted many school districts to implement some form of induction support, comprehensive, needs-based induction programs are the exception rather than the rule. In fact, many school districts only offer a one-time orientation session, or provide short-term, generic induction support that does not meet the diverse needs of beginning teachers. As a result, beginning teachers are not receiving the induction support necessary to promote success and longevity in the teaching profession making Merrow’s statement from almost two decades ago still relevant today, “…we train teachers poorly and treat them badly – and so they leave in droves” (1999, p.64). 







The purpose of this descriptive study was to investigate the induction supports offered in three East Central Georgia school districts and to examine beginning elementary teachers’ perceptions of these induction experiences. The findings from this study will extend the existing body of induction literature and contribute to the improvement of existing induction programs as school district leaders gain insight into the effectiveness of current induction supports being offered. Chapter three expands on the various sections found in this study’s methodology: (a) research questions; (b) research design; (c) district profiles; (d) overview of participants; (e) data collection and analysis; and (f) validity. 
Research Questions
The comprehensive question that framed this study is: What are elementary induction teachers’ perceptions of induction programs offered in East Central Georgia? Based on this comprehensive question, four sub-questions were developed:
1.	What are the identified needs of elementary induction teachers in East Central Georgia? What differences, if any, exist in the needs of these teachers among the following variables: (a) years of teaching experience; (b) teaching certification; and (c) grade level or teaching position? 
2.	What induction supports are provided to beginning elementary teachers from the selected school districts in the following areas: (a) socialization into the district/school environment and culture; (b) special consideration in teaching/duty assignments; (c) professional support and development; (d) mentoring support; and (e) peer observations?
3.	Which induction support components do elementary induction teachers perceive as effective in meeting their needs?
4.	What recommendations are provided for future induction program planning? 
Research Design
Creswell (2009) explains that research questions asking how or what are seeking descriptions of a particular phenomenon. A reading of the research questions above shows that many are what questions classifying this dissertation as a descriptive study. The design of this descriptive study was impacted by prior research investigating the perceptions and practices of teacher induction programs utilizing a mixed-methods design. A mixed-methods design uses both quantitative and qualitative data collection methods to explain, clarify, and expand upon the findings of one method by using another method. Collecting both types of data provides a broader perspective of the issue being studied and allows the researcher to respond using the type of data that best answers each research question (Creswell, 2009; Dillman, Smyth, & Christian, 2014). 
This descriptive study utilized a sequential, explanatory mixed-methods design to further provide a comprehensive picture of the induction support offered in East Central Georgia. This method is the collection and analysis of quantitative data to provide a general description, followed by the collection and analysis of qualitative data to provide a more in-depth description of the research topic. Chatterji (2005) proposed that a mixed-methods design is the best research design to use when studying educational programs, which relates to the overall purpose of this study.  
The researcher first collected and then analyzed quantitative survey data from a larger group of beginning elementary teachers and then used these findings to inform the collection and analysis of qualitative focus group data. The quantitative data from survey rankings and qualitative data from focus groups were used to collect beginning teachers’ perceptions of the induction support provided by their school district. Validity and reliability were addressed during the collection, analysis, and interpretation phases of this study. Validity and reliability were obtained through accurate data collection and analyzes, triangulation, member checks, and researcher self-reflection (Patton, 2015). 
The rationale for using a mixed-methods approach is collecting both quantitative and qualitative data, and integrating the results strengthens the research findings. Quantitative data was collected to provide a general picture of survey participants and on overview of existing induction supports being offered in East Central Georgia. Qualitative data was collected to provide a more comprehensive picture of existing induction supports by further clarifying induction components and experiences, examining the perceived effectiveness of these induction supports, and providing recommendations for improving future teacher induction in East Central Georgia. 
District Profiles
Three public school districts in East Central Georgia served as the research setting for this study. A summary of each district’s elementary data is given below with information coming from the Georgia Department of Education website and each individual school district’s website. To preserve anonymity, each district was named by a letter of the alphabet – District A, B, and C. All elementary statistics and ratios are from the 2016-2017 school year. 
District A
District A has one elementary school with a total student body population of 580 students. Of these students, approximately 54% identified as Caucasian, 43% African American, and 3% Multi-racial. Their diversity score of 0.51 is less than the state average of 0.68. Their minority enrollment is 46% (majority African American) which is less than the state average of 59%. The Free and Reduced-Price Lunch (FRL) rate at the elementary school is 71%. The Students with Disability (SWD) population is approximately 11% and the English Language Learner (ELL) population is approximately 0%, both falling below Georgia’s rates. About 8% of this district’s elementary students participate in the Gifted & Talented Education (GATE) program which is lower than the 10% average for Georgia. According to 5th grade Georgia Milestones 2016-2017 statewide test scores, 50% are proficient in math which is higher than Georgia’s state average of 37%, and 30% are proficient in reading/language arts which is lower than Georgia’s state average of 38%. The average elementary population held back a grade in District A is 4.3% as compared to Georgia’s average of 3.9%. The student-teacher ratio is 17:1. Eight percent of the teachers employed are within their first two years of teaching compared to Georgia’s average of 5%, and 24% have less than 5 years of teaching experience. On average, teachers in District A have 14 years of teaching experience.
District B
District B has 18 elementary school with a total student body population of 12,944 students. Of these students, approximately 62% identified as Caucasian, 20% African American, 4% Asian, 9% Hispanic/Latino, and 6% Multi-racial. Their diversity score of 0.49 is less than the state average of 0.68. Their minority enrollment is 41% (majority African American) which is less than the state average of 59%. The Free and Reduced-Price Lunch (FRL) rate for the elementary population is 33%.  The Students with Disability (SWD) population is approximately 8% and the English Language Learner (ELL) population is approximately 3%, both falling below Georgia’s rates. About 8% of this district’s elementary students participate in the Gifted & Talented Education (GATE) program which is lower than the 10% average for Georgia. According to 5th grade Georgia Milestones 2016-2017 statewide test scores, 49% are proficient in math which is higher than Georgia’s state average of 37%, and 48% are proficient in reading/language arts which is also higher than Georgia’s state average of 38%. Their are fewer elementary school students (2.1%) who were held back a grade in District B as compared to Georgia’s average of 3.9%. The student-teacher ratio is 16:1. Just like District A, 8% of the teachers employed are within their first two years of teaching compared to Georgia’s average of 5%, and 24% have less than 5 years of teaching experience. On average, teachers in District B have 11 years of teaching experience.
District C 
District C has 38 elementary school with a total student body population of 18,540 students. Of these students, approximately 19% identified as Caucasian, 73% African American, 4% Hispanic/Latino, and 3% Multi-racial. Their diversity score of 0.30 is less than the state average of 0.68. Their minority enrollment is 81% (majority African American) which is more than the state average of 59%. The Free and Reduced-Price Lunch (FRL) rate for the elementary population is 97%.  The Students with Disability (SWD) population is approximately 11% and the English Language Learner (ELL) population is approximately 2%, both falling below Georgia’s rates. About 2% of this district’s elementary students participate in the Gifted & Talented Education (GATE) program which is lower than the 10% average for Georgia. According to 5th grade Georgia Milestones 2016-2017 statewide test scores, 18% are proficient in math which is lower than Georgia’s state average of 37%, and 21% are proficient in reading/language arts which is also lower than Georgia’s state average of 38%. There are fewer elementary school students (2.6%) who were held back a grade in District C as compared to Georgia’s average of 3.9%. The student-teacher ratio is 16:1. Two percent of the teachers employed are within their first two years of teaching compared to Georgia’s average of 5%, and 26% have less than 5 years of teaching experience. On average, teachers in District C have 11 years of teaching experience.
Overview of Participants
According to Patton (2015), purposeful sampling occurs when individuals are selected who possess the characteristics or attributes of interest to the study. This allows the researcher to collect rich information that answers the questions central to the study. Since this study investigated the perceptions of beginning elementary teachers, purposeful sampling was necessary to identify these teachers. For the purpose of this study, a beginning elementary teacher was defined as (a) new to the profession with less than five years of teaching experience or (b) new to the school district but not new to the profession. Participants for this study were drawn from three East Central Georgia school districts and varied in age, gender, race, education, and teaching experience. There were no incentives for participating in this study and participation was voluntary.
Survey Participants
Prior to collecting any data, a letter of cooperation (Appendix A) was obtained from the Superintendent of each school district. Next, the Georgia Southern University Institutional Review Board (IRB) approval (Appendix B) was obtained for this study. Once permission was granted, the researcher began recruiting survey participants. A research study introduction letter (Appendix C) was emailed to each elementary schools’ administration to introduce the researcher and research study, and to request they forward the survey recruitment email (Appendix D) to all beginning elementary teachers in their school building who participated in teacher induction between 2013 and 2018. This recruitment email included a brief introduction of the researcher and the research, the web-link to the survey (Appendix E) in Google Forms, and the survey informed consent (Appendix F). 
Eighty-nine teachers responded to the survey sent out in May 2018. To promote a sense of confidentiality, survey participants were not asked to reveal personal demographic information about themselves. The demographic questions sought to find out the following professional demographics: years of professional teaching experience, teaching certification, and grade level or teaching position. Of the survey participants, the percentages of each bracket indicating total years of professional teaching experience include: 1-5 years, 55%; 6-10 years, 27%; 11-15 years, 9%; 16-20 years, 4%; and 20+ years, 3%. Eighty-nine percent of the participants obtained traditional certification and the remaining 11% received alternative certification.  Of the 89 survey participants, 36% taught at the primary level (K-2); 38% taught at the elementary level (3-5); 18% identified themselves as SPED, gifted, or EIP teachers; and 7% taught PE, art, or music.
Focus Group Participants  
Two focus group sessions were conducted after survey results were analyzed by the researcher. Focus group volunteers were selected from the pool of survey participants based on their survey responses to open-ended question number 51 requesting the contact information of those willing to participate. These volunteers were contacted face to face or by email or phone to further discuss their participation and confirm their commitment to attend one focus group session. 
After focus group participants were confirmed, they were assigned to a grade alike session. The first focus group consisted of one SPED, one EIP, and five K-2 teachers. The second focus group consisted of one music, one gifted, and five 3-5 teachers. Each session had a mixture of teachers from all three school districts. Doodle Poll was used to select the most convenient date and time for each focus group session to meet. 
Table 1: Participants from Focus Groups One 









Table 2: Participants from Focus Group Two 









Data Collection and Analysis
Phase One: Survey
When conducting descriptive research, the researcher has a choice among several modes of survey data collection including direct administration of surveys, mail surveys, telephone surveys, interviews, e-mail surveys, and web-based surveys. Surveys are most commonly used as a method of collecting data about individuals’ perceptions, beliefs, feelings, or attitudes regarding a program (Creswell, 2009). Dillman, Smyth, & Christian (2014) noted one strength of survey research as “the ability to estimate with considerable precision the percentage of a population that has a particular attribute by obtaining data from only a small fraction of the total population” (p. 9). Surveys offer numerous other advantages such as speed, anonymity, convenience, efficiency, large population size, lack of interviewer bias, and lower cost. Survey research can use quantitative research strategies (questionnaires with numerically rated items), qualitative research strategies (open-ended questions), or both strategies (mixed-methods). 
The survey used for this study was developed by Judi Wilson in her 2001 research of teacher induction practices in Georgia. The researcher obtained permission from Wilson to use this survey to descriptively analyze teacher induction programs in East Central Georgia if recognition of the source was included in the list of references. The doctoral committee reviewed the survey instrument and after meeting for the prospectus defense the dissertation chair suggested a few minor changes to ensure clarity. After these modifications were completed, the survey instrument was submitted along with the rest of the IRB proposal packet. IRB approval was received at the end of April 2018. 
The survey was completed by beginning elementary teachers who participated in their district’s induction program between 2013 and 2018. The survey was designed to gather quantitative, along with a small portion of qualitative data to determine: (a) the induction supports provided; (b) the perceptions of these induction supports; and (c) recommendations for future induction program improvement. Section one gathered demographic information to help determine years of experience, grade level, and certification. Section two included closed-response questions to identify the general induction supports provided at the school and district level. Section three used a Likert scale to measure beginning teachers’ need for assistance and their perceptions regarding the effectiveness of the induction assistance provided. Section four included closed-response questions pertaining to mentoring support. Section five collected limited qualitative data through open-ended questions regarding perceived strengths and weaknesses of the provided induction support, along with recommendations for future induction program improvement. 
The survey was administered online because this format offers several advantages for the researcher and the participants. Advantages include: (a) the cost of data collection is low/free; (b) quicker response time; (c) surveys may be self-administered; (d) participants have easy access to technology; (e) participants are more comfortable responding to sensitive topics online; (f) a geographically diverse population may be surveyed; and (g) participants are more likely to answer a large number of questions (Creswell, 2009). For these reasons, the survey was converted to a web-based instrument using Google Forms. While several online survey programs were available, Google Forms was chosen because of its free availability and ease of use both for designing by the researcher and responding by the participants. A final count of 89 completed surveys yielded data for this study. While this was a lower completed response rate than was desired, data in this study closely resembles findings from Wilson’s (2001) research on teacher induction practices in Georgia that yielded 327 completed surveys. 
After IRB approval was obtained, a four-week timeline for submitting the survey was implemented during May 2018, the reflection phase (Moir, 1999). This timeline began when the research study introduction letter was emailed to each elementary schools’ administration. The purpose of this email was to introduce the researcher and research study, and to request that they forward the attached survey recruitment email to all beginning teachers in their school building who fit the subject description. Once forwarded, the survey recruitment email introduced the researcher and research study and invited the recipient to participate in the study by completing a brief online survey. The survey was administered online using Google Forms and took participants about 10-15 minutes to complete and submit. A web-link to the electronic survey was included in the survey recruitment email. Once the survey link was opened, participants were prompted to complete the survey consent form before any survey questions could be viewed or answered. At this time, participants were informed of the following: (1) their participation was voluntary; (2) participants remained anonymous unless the individual volunteers to participate in one of the follow-up focus groups, and (3) there were no incentives for participating in the survey.
After the four-week survey data collection process was complete, the survey link was closed and all survey responses were downloaded into Microsoft Excel for the dual purposes of archiving and analyzing the data. Survey data analysis began at the end of May 2018. Data analysis for the survey data involved quantitative analysis through descriptive statistics and qualitative analysis through theory relation and thematic coding of open-ended responses.
Descriptive statistics were utilized to (1) simplify, summarize, and organize patterns of responses in a meaningful way using Microsoft Excel software to perform measures of central tendency to describe the collective perceptions of surveyed beginning teachers, and (2) disaggregate the needs of beginning teacher based on the demographic differences identified by the surveyed beginning teachers. 
Open-ended survey responses were analyzed using thematic coding and color-coding techniques to make sense of open-ended responses and help focus on codes that were theoretically relevant in the analysis. The responses were read and reread to establish codes and then chunked into common themes that emerged from the data (Patton, 2015). Color-coding was used to facilitate the visual emergence and chunking of themes. Repeated analysis of the open-ended responses identified themes that were then classified based on the three types of themes identified by Lincoln and Guba (1985). The frequency of themes determined the theme classification and were coded using the percentages outlined in Table 3. 
Table 3: Theme Frequency  
_________________________________________________________________
Classification 		                                  Theme Frequency _________________________________________________________________
Consensus theme 		Present in 60% or more of participant responses

Supported theme 		Present in 30%-59% of participant responses

Individual theme 		Present in 1%-29% of the participant responses
_________________________________________________________________	

Repeated analysis of the open-ended responses identified three consensus themes that were used to organize and present the open-ended survey data. Through the discovery of these themes, a descriptive summary of the survey data was written and an interpretation was devised.
Phase Two: Focus Groups
Two focus group sessions were conducted during post-planning after survey results were analyzed by the researcher. A semi-structured focus group protocol was used to further explore the perceptions of beginning teachers regarding their induction experiences and expand upon the themes that emerged from the open-ended survey data. Using a semi-structured focus group protocol allowed the researcher to ask participants the same core questions while still providing the freedom to ask follow-up probing questions to build upon responses. The semi-structured focus group questions were framed using the three re-emerging themes identified by the survey data. The purpose of these questions was to determine beginning teacher perceptions of the effectiveness of induction supports related to three specific areas: mentoring, peer observations, and professional development. Focus group questions included: 
1.	Describe the induction program you participated in.
2.	What role, if any, did you have in planning your induction supports? 
3.	What induction supports did you find most beneficial?
4.	What types of induction supports did you need but did not receive? 
5.	Discuss your mentor support.
6.	Discuss your experience(s) with peer observation.
7.	Discuss the types/topics of professional development you received.
8.	What types/topics of professional development did you need but did not receive?  
9.	What is your overall perception of the induction program you participated in? 
10.	What recommendations do you have for future program improvements? 
At the start of each focus group session, participants were given an informed consent (Appendix G) explaining the research study and the purpose of the focus group. This consent informed the participants that their participation was completely voluntary and that no compensation would be provided for their participation. In addition, the consent detailed the process of each focus session (duration, recording, confidentiality, transcribing, etc.) along with written statements indicating their ability to withdraw from the study at any time. 
Two digital recorders were used to record each focus group session. One recorder served as a backup in case the first one failed to record. Voice Record Pro, a free audio recording software, was used to record and help transcribe the data. Voice Record Pro significantly slows down spoken words which allowed the researcher to transcribe more carefully. Using this software, the researcher transcribed the focus group narratives into Microsoft Word to maintain the context of the focus groups. The researcher listened to the audio-recorded focus group responses and conducted several readings of the focus session narratives to ensure the transcriptions were accurate and fully detailed.
In order to best clarify and expand upon the survey findings, focus group narratives were analyzed and coded much like the open-ended survey data using the three re-emerging consensus themes identified by the survey data. According to Patton (2015), using specific coding and theme identifiers helps minimize error and information that may not contribute to the study. These re-emergent themes helped align the survey and focus group data. 
All survey and focus group data was stored in a manner that protects the anonymity of each individual participant, school, and district. All data will remain archived in a locked file cabinet and password protected computer and destroyed after three years.  
Validity
Validity refers to the accuracy and credibility of research findings. One way the researcher attained validity was by ensuring that the population sample only consisted of beginning teachers who fit the population description. Other measures of validity used were triangulation and member checks. According to Creswell (2009), triangulation is the process of using multiple methods of data collection and then cross-checking the collected data in order to obtain a complete picture of what is being studied. This study employed a mixed-methods design collecting both quantitate and qualitative data in an effort to produce an accurate representation of teacher induction. The data collected from the surveys was triangulated and validated with the data and researcher notes collected during both focus group sessions. The researcher conducted multiple readings of quantitative and qualitative data to ensure accuracy.














RESEARCH REPORT AND ANALYSIS 
Overview
The purpose of this descriptive study was to identify the induction supports offered in three school districts in East Central Georgia and to investigate beginning teacher perceptions of their induction experiences. The overall goal of this study is to improve induction support by identifying program strengths and weaknesses to better serve beginning teachers in these school districts moving forward. 
Research Design
This descriptive study utilized a sequential explanatory mixed-methods design to provide a comprehensive picture of the induction support offered in East Central Georgia and its perceived effectiveness. This method is the collection and analysis of quantitative data to provide a general description, followed by the collection and analysis of qualitative data to provide a more in-depth description of the research topic. Data sources consisted of both quantitative and qualitative formats including a teacher induction survey for quantitative responses and focus group sessions for qualitative responses. The findings from the focus group data were used to further explain, clarify, and expand upon the quantitative survey data, thus providing a more comprehensive picture of existing induction supports being offered in East Central Georgia and their perceived effectiveness. Recommendations for improving future induction support were also collected at this time. The following sections present an analysis of the data received from the surveys and focus group sessions. The results received relevant to each research question will be addressed in sequential order.
Survey Results
Eighty-nine beginning teachers responded to the survey sent out in May 2018.  In an effort to promote a sense of confidentiality, survey participants were not asked to reveal personal demographic information about themselves. The demographic questions sought to find out the following professional demographics: years of professional teaching experience, teaching certification, and grade level or teaching position. Of the 89 beginning teachers who completed the survey the majority (56%) had 1-5 years of teaching experience, 27% had 6-10 years, 9% had 11-15 years, 5% had 16-20 years, and 3% had 20+ years of professional teaching experience (Figure 2). 

Figure 2.  Years of Professional Teaching Experience 
Most respondents (89%) were graduates of a teacher education program and have a traditional teaching certificate while the remaining 11% have an alternative certificate (Figure 3). 

Figure 3. Teaching Certification 
Participants were asked to identify their grade level or teaching position. Thirty-six percent taught at the primary level (K-2), 38% taught at the elementary level (3-5), 18% identified themselves as SPED, Gifted, or EIP teachers, and 7% taught PE, Art, or Music (Figure 4). Only 2% of the surveyed teachers were not certified to teach their assigned grade level or position.

Figure 4. Grade Level or Teaching Position
Research Question 1: What are the identified needs of beginning elementary teachers in East Central Georgia? What differences, if any, existed in the needs of these teachers among the following variables: (a) years of teaching experience; (b) teaching certification; and (c) grade level or teaching position?  
Veenman’s (1984) meta-analysis of 83 studies identified the most common needs beginning teachers experience early in their teaching career. Current studies still support Veenman’s findings, however the researcher added the following concerns found in more recent research: using data to improve teaching and student learning, SPED students, RTI process, TKES, differentiated instruction, Gifted students, and using technology resources/programs (Dias-Lacy & Guirguis, 2017; GaDOE, 2016; Matlach & Potemski, 2014; Williams & Gillham, 2016; Wong & Wong, 2010).









Table 4: Rank Order of Needs 
Description		Mean*	SD
RTI process 		2.25	1.42










Writing unit/lesson plans 		1.58	1.30
			




Student achievement and growth 		1.45	1.11
			
Effective instructional strategies 		1.44	1.25
			
Using required technology resources/programs 		1.39	1.16
			
Obtaining guidance from admin		1.39	1.25
			








Content knowledge  		1.17	1.10
			




Note, N = 89.

*Based on the following scale: 4 = major need, 3 = strong need, 2 = some need, 1 = minor need, 
and 0 = no need.
Scores range from the highest mean of 2.25 (SD = 1.42) for RTI process to the lowest mean of 1.03 (SD = 1.03) for motivating students. This difference indicates that while beginning teachers perceive they have a strong need for assistance with the RTI process, they only need some assistance motivating students. Since there was no mean score of 3.0 of higher out of a 4-point scale, no item(s) could be considered a major need. 
The highest mean score of 2.25 (SD = 1.42) was RTI process, meaning there was some need for support in this area. Obtaining teaching materials and supplies was identified as the next greatest need with a mean score of 1.82 (SD = 1.21). This means it was categorized in the some need category. Seven more items were also identified as some need having mean scores ranging between 1.77 and 1.51: grading policy and report cards; assessment; TKES; curriculum maps and pacing guides; SPED students; writing unit and lesson plans; and using student data to improve teaching and learning. The remaining twelve items were identified as minor need having mean scores ranging between 1.49-1.03: classroom management; student achievement and growth; effective instructional strategies; using required technology resources and programs; obtaining guidance from admin; scheduling and time management; clerical work; communicating with parents; Gifted students; content knowledge; collaborating with peers; and motivating students.
Zero need components were identified as no need indicating that the surveyed beginning elementary teachers did need some support in all areas. The total mean for all twenty-one items concerning the perceived needs of beginning elementary teachers was in the range of minor need with a mean of 1.47.
The researcher disaggregated the identified needs among the following variables: (a) years of teaching experience; (b) teaching certification; and (c) grade level or teaching position. The results are displayed in Tables 5-7. 
Table 5: Years of Experience & Needs 
Years 	              Top 3 Needs 
			
1-5 years 6-10 years 11-15 years 16-20 years 20+ years 	RTI process (2.65)TKES (2.27)Obtaining teaching materials/supplies (2.12)RTI process (1.83)Obtaining teaching materials/supplies (1.52)SPED students (1.50) Assessment (2.14)RTI process (1.86)Gifted students (1.25)RTI process (1.50)Grading policy/report cards (1.50)Assessment (1.25) Classroom management (1.67)Assessment (1.33)Motivating students (0.67) 		
	
	
	Regarding the variable years of teaching experience, analysis determined that surveyed beginning elementary teachers with 20+ years of teaching experience rated classroom management as their number one need. Even though the 1.67 mean fell within the some need rating, it was still surprising to see it rated as their number one need component out of the 21-item list.


Table 6: Teaching Certification & Needs 
Certification 	              Top 3 Needs 
			
Traditional Alternative  	RTI process (2.07)Grading policy/report cards (1.69)Obtaining teaching materials/supplies (1.62)TKES (2.75)Obtaining teaching materials/supplies (2.63)Effective instructional strategies (1.88) 		
	
	
Table 7: Teaching Position & Needs 
Position  	              Top 3 Needs 
			
K-2 grades3-5 grades PE, Art, Music Sped, Gifted, EIP	RTI process (2.84)SPED students (2.16)Grading policy/report cards (2.13)RTI process (2.18)Grading policy/report cards (1.79)Obtaining teaching materials/supplies (1.70)RTI process (1.20)TKES (1.20)Grading policy/report cards (1.17)Obtaining teaching materials/supplies (2.13)TKES (1.81)Effective instructional strategies (1.81) 		
	

	Regarding the teaching position variable, analysis determined that surveyed beginning elementary teachers who taught PE, art, and music rated the RTI process as their number one need. Even though the mean score of 1.20 fell within the some need rating, it was still surprising to see it rated as their number one need component out of the 21-item list.    
Research Question 2: What induction supports are provided to beginning elementary teachers in East Central Georgia in the following areas: (a) socialization into the district and school environment and culture; (b) special consideration in teaching and duty assignments; (c) professional support and development; (d) mentoring support; and (e) peer observations?
	Survey questions 5, 6, 7, and 8 addressed the socialization into the district/school environment and culture (research question a). Survey questions 4 and 10-13 covered the issue of special consideration in teaching and/or duty assignments (research question b). Questions 9, and 15-17 addressed the professional support and development provided to beginning elementary teachers (research question c). Mentoring support was addressed in survey items 14, 42, 43, 47, and 48 (research question d). Lastly, survey items 18, 19, and 44-46 covered peer observations.   
Socialization into the district and school environment and culture. Ninety-four percent of surveyed beginning teachers attended orientation sessions at the district level to explain district-wide policies, procedures, mission(s), and goals. However, only 74% participated in school level orientations where school-wide policies, procedures, mission(s), and goals where explained, leaving 26% of beginning teachers with no school level orientation to familiarize them with the school environment and culture. At least three of these respondents indicated in the open-ended responses they did not participate in orientation because they were hired after pre-planning or in the middle of the school year. Each of these respondents expressed concern regarding the importance of developing an induction plan for assisting beginning teachers hired after the school year begins.
	At the district level, 43% reported attending one orientation session that lasted one day. Of the remaining teachers, 16% attended district orientation for half a day 25% attended 2-3 hours, and 14% attended for only one hour. Of the responses regarding the number and length of school level orientation sessions, 91% reported attending one session that lasted 4 or less hours and 9% reported attending one full day.   
District handbooks were provided to 81% and school handbooks for faculty members were provided to 83% of participating beginning teachers, via electronic copy, hard-copy or both, to familiarize them with school-wide policies and procedures or to refer to as needed. Sixty-seven percent of the surveyed teachers were provided a guided tour of the school within which they were employed. Introductions to support personnel within the school were provided to 61% of new teachers.
Special consideration in teaching and duty assignments. Very positive responses were found regarding teaching certification as 98% of the surveyed beginning elementary teachers reported they were certified to teach their assigned grade level or position. A total of 21% indicated special considerations were given to the types of students assigned to them (i.e., SPED, EIP, gifted, behavior, etc.). Of the respondents, 32% indicated they did not know if any special considerations were given for student assignments. Close to half (47%) reported no special considerations were considered when class rosters were generated. Only 10% of beginning teachers reported they were assigned a reduced teaching load (fewer classes) as compared to experienced colleagues. The majority (80%) of teachers reported they were not provided any teaching reduction and 10% indicated they did not know.
The majority of beginning elementary teachers (87%) were not provided reduced class sizes as compared to experienced teachers in their school. Only 8% of teachers reported a reduction in their class sizes and 5% were unsure. Most participants (68%) reported they were given no reduction in non-teaching duties and responsibilities (e.g. committee work, bus duty, lunch duty, re-delivery teams, etc.) as compared to the experienced teachers, and 5% indicated they did not know. Only 27% of the surveyed teachers indicated they did receive fewer non-teaching duties and responsibilities as compared to experienced teachers.
Professional support and development. Appropriate curricula (textbooks, teaching materials, curriculum maps, pacing guides, etc.) were provided to 41% of the surveyed teachers prior to pre-planning week. This allowed these teachers to begin the academic planning process early without the interference of meetings during the busy week of pre-planning. The remaining 59% were provided their curricula during pre-planning or after school began leaving them little time to prepare ahead of time. 
The opportunity to attend professional development designed specifically for beginning teachers was provided to 61% of the survey participants. Of these, 15% attended one-two sessions, 24% attended three-four sessions, 13% attended five-six sessions, and 9% attended seven or more staff development sessions. The most professional learning trainings attended during the first year was 12. Thirty-nine percent did not receive professional development as part of their induction support. 
Beginning teachers reported that 84% had formal training at the district/school level to explain state policies regarding the Code of Ethics for Georgia Educators, and 16% reported they were not formally trained on Georgia’s Code of Ethics. Likewise, 76% had formal Teacher Keys Effectiveness System (TKES) training at the district and/or school level, while 24% did not. 
Mentoring support. Positive data were found regarding the existence of formal mentoring programs. The majority (93%) of surveyed teachers indicated their school district had a formal mentoring program in place within their school district and 7% reported that no formal mentoring program was in place. An experienced teacher was assigned to serve as a mentor to 86% of the surveyed teachers and most mentors (64%) taught the same grade level and/or subject as their mentee. Only 14% reported having no mentor assigned to support them during the first year. 
During the first month of school, 66% met with their mentor two or more times, 14% reported meeting only once, and 20% reported meeting zero times. After the first month of school, 55% reported meeting with their mentor once a month, 15% met twice a month, and 29% met two or more times a week. 
Seventy percent reported receiving a mentoring guide/handbook from their district or school outlining roles and responsibilities, program criteria, and a checklist of requirements for both mentors and mentees. 
Peer observations. Fifty-seven percent of the survey participants reported having opportunities to observe more experienced peer teachers in addition to their assigned mentor. Forty-six percent identified being observed by their experienced peers for the purpose of providing constructive feedback. Of the 86% assigned a mentor, 60% reported being observed by their mentor and provided constructive feedback. When observation feedback was provided by the mentor, 54% of beginning teachers rated it as adequate constructive feedback and 46% rated it as not provided or inadequate constructive feedback. Only 47% reported having the opportunity to observe their mentor teaching.
Research Question 3: Which induction support components do beginning elementary teachers perceive as effective in meeting their needs? 





















Obtaining teaching materials and supplies		2.22	1.32
			






Using student data to improve teaching/learning 		2.07	1.33
			






Obtaining guidance and support from admin		1.94	1.44
			


















Note, N = 89.			

*Based on the following scale: 4 = very effective, 3 = effective, 2 = somewhat effective, 1 = ineffective, 
and 0 = not provided.
The overall perception regarding the induction support provided for each need component was somewhat effective in meeting the needs of surveyed teachers. The need component with the highest mean of 2.33 (SD = 1.25) was grading policy/report cards. Although it had the highest mean score, the surveyed teachers rated the support provided for this component as somewhat effective. All remining 20 need components were also rated as somewhat effective with mean scores between 2.27 – 1.54. These included: assessment; TKES; obtaining teaching materials and supplies; collaborating with peer teachers; communicating with parents; effective instructional strategies; using student data to improve teaching and learning; student achievement and growth; writing unit and lesson plans; content knowledge; obtaining guidance and support from Administration; curriculum maps and pacing guides; classroom management; using required technology resources and programs; RTI process; motivating students; SPED students; clerical work; scheduling and time management; and gifted students. 
Zero need components were perceived to be very effective, ineffective, or even just effective. The average mean for all twenty-one items concerning the perceived effectiveness of the induction support provided for each need component was 1.99. This score falls within the somewhat effective range on the 4-point Likert-scale indicating that beginning elementary teachers in East Central Georgia perceive that their needs were minimally met. This data aligns with earlier data reporting perceived needs as being in the mid-range as well. Together, these finding beg the question of whether induction phase teachers think an induction program (programing) is what they truly need. This researcher asserts that induction teachers do not want more required programing they perceive irrelevant or a waste-of-time and therefore marked their needs as minimally met. They want more collaborative based, job-embedded supports such as mentoring, peer observations, release time, and modified workloads.
There were a number of survey participants who reported they were not provided induction support for certain need components by selecting zero on the survey. Thirty-eight percent of beginning teachers indicated they were not provided support teaching Gifted students. Thirty percent were not provided assistance managing or completing required clerical work or creating a class schedule. Twenty-eight percent identified themselves as not provided support with content knowledge, nor did they know the best way to obtain guidance and support from their administrators. Twenty-seven percent indicated they were not trained how to use technology resources or programs required by the district for school.  Twenty-five percent were not provided training on the RTI process or on how to motivate students. Regarding the components of classroom management, parent communication, and SPED students, 23% were not provided assistance in these areas. Trainings on writing unit and lesson plans or using curriculum maps and pacing guides were not provided to 22% of surrey participants, while 21% were not provided guidance pertaining to using student data to improve teaching and learning. Twenty percent indicated they did not receive support in the following areas: collaborating with peers, effective instructional strategies, and student achievement and growth. Teaching materials and supplies were not provided to 19% of the beginning elementary teachers surveyed, and 18% were not provided formal TKES training. Finally, 13% indicated they were not provided training on grading policies and/or report cards, and 12% were not provided assessment training. 
Research Question 4: What recommendations are provided for future program planning? 
A little more than half of the participants responded to survey question 50 which utilized open-ended response to obtain recommendations for future induction program planning. Of the 48 responses, 31 were provided by induction phase teachers new to the teaching profession with less than 5 years of teaching experience. The researcher analyzed the 48 responses using thematic coding and color-coding techniques. The responses were read and reread to establish codes and then chunked into common themes that emerged from the data (Patton, 2015). Color-coding was used to facilitate the visual emergence and chunking of themes. Repeated analysis of the open-ended responses identified themes that were then classified based on the three types of themes identified by Lincoln and Guba (1985). The frequency of themes determined the theme classification and were coded using the following system (Table 3).
Table 3: Theme Frequency 
_________________________________________________________________
Classification 		                                  Theme Frequency _________________________________________________________________
Consensus theme 		Present in 60% or more of participant responses

Supported theme 		Present in 30%-59% of participant responses

Individual theme 		Present in 1%-29% of the participant responses    	_________________________________________________________________	

	Repeated analysis of the open-ended responses identified two consensus themes 	and one supported them that were used to organize and present the open-ended survey 	data (Table 9). Each theme aligns with the researcher’s literature review on teacher 	induction. Through the discovery of these themes, a descriptive summary of the survey 	data is presented, and an interpretation was devised.
Table 9: Theme Classification 
___________________________________________
Theme  		              Classification ___________________________________________
Mentoring 			    Consensus 		   		

Peer Observations 		    Consensus		    

Professional Support		    Supported 
& Development	    				     
___________________________________________	
Mentoring. The theme that generated the most comments was mentoring, which was referenced in some way in 39 out of 48 responses. After analyzing the mentoring comments, several characteristics of effective mentors were identified. These included: having a positive attitude; being available and willing to meet regularly; providing assistance and/or resources as needed; knowing and completing required mentor duties; and conducting peer observations and providing constructive feedback. 
The characteristic identified the most (noted by 21 respondents) was the importance of being assigned a mentor who teachers the same grade level or subject and is close in proximity. Survey respondent # 24 stated, “Assign mentors that either teach the same grade or subject…a resource teacher should not be paired with a regular teacher.” Respondent # 35 agreed and specified, “Be sure to assign a mentor that is in the same field, not one from a different grade level or subject area…a K-5 GE [general education] teacher with no SPED experience is not an effective mentor for a new SPED teacher. SPED teachers need mentors who is able to assist with thing like IEP paperwork and meetings, progress monitoring and interventions, accommodations, and scheduling.” Respondents also posited that the physical distance (proximity) between mentor and mentee classrooms should be close. Respondent #10 wrote, “Having my mentor right across the hall saved my life! I was in and out of her room non-stop!” Respondent #29 agreed, “Mentor proximity to mentee is a must!”  
Many other respondents suggested that mentoring support needs to be more structured and monitored more closely. Respondent #23 wrote, “I feel like mentors need to be monitored more closely. It should be someone’s job to make sure mentors actually support their mentee rather than just allowing them to check off boxes indicating mentoring requirements were completed. I know a new teacher who only met with her mentor when she [mentor] needed her [mentee] signature for the mentor paperwork that had to be submitted each nine-weeks. This is unacceptable.” Respondent #41 suggested, “Mentors and mentees need a handbook identifying their roles and responsibilities during the first year.” Respondent #18 wrote, “Please provide a handbook that includes a checklist of mentor/mentee guidelines and requirements along with all school procedures and policies.” “I wish I had known exactly what my mentor was supposed to do to help me during my first year because I always felt guilty, like I was asking for way too much help, so I guilted myself into not asking and tried to figure things out on my own. Now I know what all she [mentor] was paid to do and I should have asked for way more help!” Respondent #33 asked, “Why aren’t mentors trained? I feel like this should be a requirement.” At least 16 more comments repeated the need for mentor training and guidelines.
A few of these comments illuminated the lack of mentoring support provided to special teachers such as Art, Music, P.E., EIP, speech, SPED, and Gifted. One P.E. teacher (#11) wrote, “Encore [P.E., Art, Music] teachers always get the shaft! I was warned by my mom, who is a former P.E. teacher, but I really didn’t expect it to be this bad! Let me be clear, P.E. teachers want and need mentor support just like regular teachers do. I realize most schools only have one P.E. teacher, but I’m sure arrangements could be made with a P.E. teacher from a nearby school. Principals just aren’t taking the initiative to do it which is really discouraging!” A Music teacher (#39) reflected, “Last year was my first, and almost my last, year of teaching ever! I had zero support! Honestly, I’ve never in my life felt so isolated and overwhelmed! I asked our IS [instructional specialist] if I would be assigned a mentor like the regular teachers were but was told there were no Music mentors because there were no other Music teachers in the building. Something needs to be done about this because we [Music teachers] need mentors just as much as regular teachers do!” One SPED teacher (#25) simply wrote, “SPED teachers desperately need mentors!”  
Peer observation. Another consensus theme identified by survey responses was peer observation. Respondent #19 positively reflected, “As a first-year teacher, I think I benefited the most from observing my teammates teach reading and math, especially when they had their SPED, behavior, and regular students in their classroom all at the same time.” Respondent #17 negatively reflected on experiences with peer observations, “I always left feeling like I sucked as a teacher, but I really did need to see this insane juggling act [teaching a diverse student population] with my own eyes! I saw with my own eyes that teaching is not for me and I seriously doubt I’ll be back next year!” One respondent (#16) explained, “Most of the new teacher trainings I had to attend were a complete joke and only added to my stress level, however I did benefit from observing others teach. The only stress that added to my plate was finding time to observe.” Respondent #6 stated, “The only part I enjoyed and feel like really helped me was observing other teachers and meeting with them to ask questions about what I saw. In all honestly, everything else felt like a waste of time.” 
Over half of these comments indicated the importance and need for scheduled peer observations, along with built-in debriefing time to discuss the observation and develop a plan to implement new strategies observed. Respondent #12 summed it up best saying, “Observing effective teaching in action was very beneficial for me. However, it would have been even more beneficial if I had more time to plan and put the things I observed into practice.” Respondent #40 agreed and suggested “There should be scheduled time for new teachers to observe and plan with their mentor. I would have loved having someone cover my class once a month, or even once a quarter, so I could observe my mentor and then have her help me develop a plan to implement what I observed.” Respondent #7 wrote, “I had the desire to observe and try new things but never felt like I had the time.” Another (#31) described her experience, “Numerous peer observations were required during my lab experiences and apprenticeship, so I was completely surprised when my AP [assistant principal] told me that peer observations were highly encouraged but not required. She explained that I was responsible for scheduling my own observations and that observations had to take place during my planning time. I remember thinking to myself, ‘Thanks, but not thanks!’” 
Professional support and development.  Professional development, also referred to as professional learning or training, generated the third most comments and was identified as a supported theme. Several respondents indicated their interest in attending grade-alike training on curriculum maps and pacing guides; classroom management/PBIS; lesson planning; differentiated instruction; reading and math workshops; RTI/MTSS process; mentor sentence and writing instruction; and district adopted series/program. Respondents also expressed the importance of providing teaching recourses like a standard lesson plan template; exemplar lesson plan samples; and teacher’s editions prior to or during pre-planning. They agreed that being provided these types of supports prior to students coming back to school would have not only helped reduce their stress load, but improved their confidence as beginning teachers. 
Numerous respondents expressed the importance and need for additional classroom management support. Respondent #2 vented, “I seriously do not need another sit-and-get describing effective classroom management strategies.” Respondent #47 wrote, “I need to see PBIS management strategies actually applied in a classroom setting.” Respondent #20 asked, “Can we please have classroom management trainings on the specific strategies the district expects us to implement like: conflict resolution, PBIS, de-escalation, and Educator’s Handbook.”    
Others felt that professional supports like having a reduced teaching load or reduced duty assignment would have been extremely beneficial, but these types of professional support were not provided. Some even claimed they were assigned more non-teaching duties than their veteran peers. Respondent #1 wrote, "I had more duties than many experienced teachers in my school which made my first year of teaching even more stressful and difficult than it already was. It was so unfair!" Another (#46) wrote, “I am the only new teacher on my grade level, yet I’m the only one who has both morning and afternoon bus duty. This just isn’t right! I really don’t mind doing my part, but I don’t think it’s fair that I have both duties! I really need this extra time to plan, get things ready in my classroom, or read the ridiculous number of emails I receive each day far more than my veteran teammates.” Respondent (#5) recalled being "constantly pushed by my principal to write grants for instructional technology because she [principal] knew I had written and received a grant at my previous school. But being new to the district, school, and grade level, I just didn’t have the time or energy to even think about writing a grant! She [principal] should have known that and a least let me get my feet wet before hounding me non-stop about writing a grant!” Participants agreed that school administrators must develop a school culture and climate that supports the growth and development of beginning teachers. 
Focus Group Results
The first focus group consisted of one SPED, one EIP, and five K-2 beginning teachers. The second focus group consisted of one music, one gifted, and five 3-5 beginning teachers. Focus group sessions were facilitated to provide additional qualitative data to further clarify the perceptions towards induction programs, provide rich descriptions of induction experiences, and acquire program recommendations for future induction planning in East Central Georgia.
The next sections report the qualitative data collected during the two focus group sessions. In order to clarify, expand, and streamline research findings, focus group narratives were analyzed and coded much like the open-ended survey data using the three re-emerging themes related to induction support: mentoring, peer observations, and professional support and development. Focus group participants provided numerous suggestions to strengthen induction supports specifically related to these three themes. These established themes were used again to organize and present the focus group data in a meaningful way. 
Mentoring 
The theme that gained the most feedback from both focus group sessions was mentoring support. Nine beginning teachers – 1 kindergarten, 2 first grade, 1 second grade, 3 third grade, 1 fourth grade, and 1 fifth grade – indicated they were assigned a formal mentor during their first year. Five teachers – kindergarten, EIP, gifted, music, and SPED – indicated they were not assigned a formal mentor during their first year. Interestingly, all 14 focus group participants agreed that mentoring should be a critical part of induction programs and that mentors are of significant importance and value due to the positive impact they can have on beginning teachers.
Of the 9 beginning teachers who were assigned a formal mentor, 8 indicated that having a mentor was the most beneficial part of their induction program. When these 8 participants were asked to describe their mentor/mentee relationships the following adjectives were used: helpful, necessary, supportive, understanding, instrumental, valuable, significant, constructive, strong, encouraging, caring, and reassuring. Many made positive remarks explaining the benefits of having a good mentor. Some shared how their mentor’s positive attitude toward teaching highly affected their own attitudes, and how their mentor’s support helped relieve some of the stresses associated with teaching. Ms. Keown (1) indicated that her mentor helped her survive her first year. She said, “There were so many bad days my first year. I seriously cried just about every single day! On the really, really bad days, I would email or text my mentor and she would always pop by my room when she was free, which was usually at lunch or the end of the day. Listening to her share about her similar experiences and really helped me, I guess because it made me feel somewhat normal, it sort-of gave me hope that if she survived her first year, I might actually survive mine too.” Ms. Peebles (3) said, “Whenever I was upset, she [mentor] always made me tell her one or two positive things that happened that day. Honestly, this kind-of annoyed me at first, but I guess it did help because I always came back the next day.”  
Effective mentors can help beginning teachers develop both personally and professionally by providing emotional and professional support. Several beginning teachers from both sessions commented about how their mentors helped meet their emotional needs by simply making them feel welcome; giving small treats (coffee, chocolate, favorite pens, etc.); answering their day-to-day questions; listening to their concerns and offering support; and sending little notes of encouragement. Many agreed that the emotional support they received from their mentor helped them survive the tough times and made their first year of teaching a more positive experience. Ms. Ellis (4) commented, “There were times during my first year that I began to rethink my decision to become a teacher. I recall many times not feeling confident enough to even show up the next day, let alone stay in the profession for 30 years…We met in her [mentor] room just about every morning before school started for coffee and conversation…I know it was these moments of encouragement and support that helped me keep going.” Ms. Willis (3) stated, “My mentor was wonderful! I liked that my principal paired me with someone who taught the same grade and subjects as me, I know this doesn’t always happen at other schools in this county. It was so helpful to have someone who knew everything I needed to do before I even knew I needed to do it [laughed]!” Ms. Brown (K) explained that if her mentor had not made her, she would have never networked with other teachers, “I’m kind-of shy, but my mentor, not so much! I call her social butterfly [laughed]…She talked to me about teacher isolation and the negative impact it can have on new teachers. She pretty much forced me to socialize with my team because she made me eat lunch with the grade level just about every day [laughing]. I remember feeling so nervous and uncomfortable at first, but I guess around October I finally loosened up some and actually started looking forward to our little lunch bunch.” For Ms. Spratlin (1), the support she received from her mentor helped relieve the overwhelming stressors that come with the first year of teaching. She explained, “My mentor helped me prioritize important tasks. She told me what tasks were a must do now, and what tasks could wait.” Many participants agreed that sometimes they just needed to vent. They were thankful for the times their mentors made themselves available for venting sessions and were surprised by how compassionate and empathetic their mentors were towards their feelings. Ms. Keown (1) explained, “I lost count of how many times I showed up at my mentor’s door after school in tears, ready to throw my hands up and quit! She [mentor] would stop whatever she was doing and let me vent, you know, she just let me get it all out, ugly cry and all!”  Ms. Scott (3) reflected, “Looking back, most of my venting sessions really were self-reflecting sessions…I was able to reflect and solve my own problems.” Ms. Peebles (3) shared how helpful it was to have her mentor across the hall to “check in with daily to discuss my ideas or concerns, or simply answer my day-to-day question.”
Overall, beginning teachers agreed that the professional supports provided by their mentors were beneficial in helping them with the following: curriculum maps and pacing guides; required instructional programs and materials; assessments; lesson plans; report cards; classroom management; parent conferences; TKES; and required paperwork. Ms. Spratlin (1) shared, “My mentor provided copies of the county curriculum maps and pacing guides. She also gave me a notebook full of old lesson plans she created using the lesson plan format that’s required by our principal. I can’t even begin to explain how much this helped me, I guess it made me feel like I had a place to start.” Ms. Willis (3) explained, “My mentor frequently asked where I was on the curriculum map. At the time, I couldn’t have cared less about a darn curriculum map…I didn’t really understand why she focused on it so much, but of course now I know after 3 years of teaching.” Ms. Williams (5) expressed in detail how she benefited from having a strong mentor. She said, “My mentor did a lot for me during my first year, everything from helping me set up my classroom to helping me network with co-teachers; giving me her lesson plans to use as guides; observing me and providing feedback; helping me setup my class Remind and DOJO sites; sending me encouraging text messages, I could go on and on. She was, and still is, an absolute Godsend. She still checks in on me and helps me to this day, and she is still my go-to person whenever I need help or advice.” Ms. Ellis (4) stated, “I was really struggling with classroom management during my whole group direct instruction time. One thing my mentor did was model a couple of whole brain teaching and all-call strategies for me to see when I came to observe her teaching. I am a visual learner, so seeing her actually model these strategies was very beneficial to me.” 
The nine beginning teachers who were assigned a formal mentor were asked to quantify the length of their mentorship. Eight teachers concurred that their mentorships lasted one full school year and one teacher did not. Ms. Cox (2) quantified her mentorship as “helter-skelter” the first half of the school year and “nonexistent” the last half. Probing further, these same teachers were asked to recall the frequency of formal meetings (i.e. planned meetings conducted during release time, daily planning time, collaborative planning time, or before/after school). Three teachers indicated that they had such meetings between 5-7 times each month (averaging about 1 per week), and five stated they formally met with their mentor between 1-3 times each month. All nine agreed that scheduled release time to formally meet with mentors would greatly benefit beginning teachers. They were also asked about the frequency of informal meetings (i.e. unplanned meetings conducted throughout the day possibly during lunch, recess duty, transitions, etc.). All eight teachers concurred that these types of meetings happened “all day, every day” reveling that unplanned meetings are far more common than planned meetings. 
This naturally led us to explore the benefits of teaching the same grade level and being close in proximity to assigned mentors. The participants who were on the same grade level and in close proximity to their mentor felt they benefited more from their mentor/mentee relationship than those who were not. Ms. Peebles (3) said, “I think having my mentor right across the hall gave me more confidence because I knew she was right there…I had the freedom to quickly pop-in throughout the day whenever I had questions or concerns.” Participants agreed that being close in proximity helped because there is not a lot of time during the school day to meet with your mentor. Several teachers talked about how they often had informal meetings with their mentors during hall duty before and after school as well as during recess and lunch time. Ms. Williams (5) added, “Seeing my mentor briefly throughout the day for our little impromptu meetings gave me a chance to share my ideas, ask a million questions, or just vent if I was having a really bad day.”
Ms. Cox (2) was the only one of the 9 who felt the support she received from her mentor was inadequate. When asked to describe her mentor/mentee relationship, the following adjectives were used: an obligation, limited, required, needed, frustrating, unsupportive, desired, and inconsistent. She explained, “My mentor and I were on different grade levels which I feel like set us up for failure. I never saw her during the school day because we had completely different schedules, plus her classroom was upstairs and mine was downstairs! We only met twice…we basically kept in touch though text and email which did not help me very much!” In reference to peer observations she stated, “She never observed me even though I know she was supposed to.” When asked what could be done to prevent situations like this from happening again, she suggested, “At the very least, administrators should insure that the mentor and mentee are on the same grade level…having classrooms that are next door or across the hall is a plus but being on the same grade level really should be a must.” She went on to explain, “At first I wondered, why even be a mentor, but I figured out why, mentors are paid stipends! Anyway, I ended up bonding with another teacher on my grade level who become more of a mentor to me than my assigned mentor who was actually paid for so-called ‘mentoring’ me! What a joke! My biggest suggestion is that we [mentees] are allowed to evaluate our mentors before stipends are paid!”  
As mentioned earlier, there were five focus group members who were not assigned a mentor: 1 Kindergarten teacher and 4 special teachers (music, SPED, EIP and gifted). Each expressed their desire and need for mentor support during their first year. Ms. Cartner (SPED) was concerned about the overall lack of mentor support offered to new SPED teachers in her district. She suggested having district wide SPED mentors available since most schools only have one SPED teacher. She also suggested offering some type of web-based or video chat mentoring for SPED teachers if lack of personnel was the issue. Ms. Barnett (EIP) also discussed her frustration of not having a mentor, “I had so many questions concerning EIP rubrics, entrance and exit criteria, delivery models, FTE counts and funding…I was terrified of making a mistake! The paper work was completely overwhelming, and I had no one to walk me through it. I agree [with SPED teacher] that some type of district support should be provided for us because there were no other EIP teachers in my school I could go to for help.”   
Collectively, similar mentor suggestions were highlighted from each focus group, chunked, and briefly summarized. These suggestions include the following:
	Mentor assignments. Administrators should assign mentees a mentor who teaches the same grade level and/or subject area and is located within close proximity. 
	Release time. School administrators need to schedule regular times when mentors and mentees are released from their teaching responsibilities to conduct (a) peer observations and debrief sessions and (b) formal meetings for the purpose of planning, reflecting, and providing emotional support.
	Mentor selection. Develop district-wide mentor criteria and application process for the selection of mentors. Also, require them to re-apply every two or three years.    
	Mentor training. Develop district-wide mentor training and require all approved mentors to attend every two to three years.
	Mentor/Mentee handbook. Create separate mentor/mentee handbooks that specify the following: roles and responsibilities; guidelines and expectations; checklist of requirements; and timeline of induction completion. 
	Mentor accountability. Before mentor stipends are paid, survey mentees to determine the effectiveness of their mentor and to monitor the mentoring support provided. 
	Mentors for special teachers. Since most schools only have one special teacher in each field, school districts should provide principals with a district-wide list of special teachers who have been though the mentor application process; successfully completed mentor training; and are willing to mentor a mentee from their field of study who teaches at a different school. It was also suggested that video chat or web-based platforms might work best for school-to-school mentoring. Using these types of platforms would provide more immediate mentoring services for special teachers, in addition to being more cost effective for school districts.      
Peer Observations
Ten beginning teachers (2 kindergarten, 2 first grade, 1 second grade, 4 third grade, and 1 fourth grade) indicated they participated in peer observations – also referred to by participants as model teaching or modeling – during their first year. Ms. Cartner (SPED) clarified that she did get to observe regular teachers’ instruction through the push-in model, but she did not have the opportunity to observe another SPED teacher providing instruction. Three teachers (EIP, gifted, and music) did not participate in peer any observations. The importance of conducting peer observations and debrief sessions afterwards was emphasized throughout both focus groups. Even as beginning teachers, these participants seemed keenly aware of the importance model teaching played in their learning process and considered peer observations effective induction support that should be mandatory for all beginning teachers. 
	Receiving feedback from mentors and peer teachers gave these beginning teachers a sense of satisfaction. Participants mainly noted positive feedback as helping them gain confidence, but some also indicated constructive feedback having a positive impact on their instruction and classroom management. Ms. Scott (3) responded, “Peer observations were a huge deal for me. I guess I liked the idea of getting constructive feedback, but I didn’t like the actual experience of being observed [laughed].” This teacher admitted anxiety about being observed but in hindsight realized the benefit of being observed and receiving constructive feedback. She continued, “In the end, I found myself more comfortable being observed and receiving suggestions from someone on my grade level…I guess knowing they were my teammates and had my back kind-of made their suggestions easier to swallow because I felt like they understood more.” Ms. Willis (3) who found peer observations beneficial said, “I had no problem asking my mentor to come observe me when I felt like I was struggling. You can't grow unless somebody gives you feedback, and I expected feedback from my mentor.” This teacher viewed her mentor’s observations as coaching opportunities, not evaluations. She explained, “The first time she [mentor] observed me I messed up so bad! I just knew she was going to run and tell Ms. Smith [principal] everything I did wrong, but she didn’t tell her or anyone else for that matter. She just talked to me about how I handled a certain behavior and told me to never handle it that way again! From that moment on, I trusted her and never felt like her observations were intended to be gotcha moments! She really did want to help me! I hope one day I can be half the mentor she was to me!” 
	There were two teachers (Kindergarten and first) who specifically stated that model teaching was used in their schools as a form of support for teaching the “green band” portion of their county adopted SRA Imagine It! reading program with fidelity. Ms. Keown (1) expressed a positive perception of model teaching at her school when she said, “New teachers are given opportunities each nine weeks to observe other teachers on their grade level model green and red band lessons from SRA. I can honestly say this was the most helpful induction support I was offered during my first year.” When asked who initiated and scheduled these SRA observations she explained that her assistant principal emailed the peer observation schedule out each nine weeks. Likewise, Ms. Cunningham (K) discussed how much she benefited from not only observing other teachers’ SRA instruction but also from having peer teachers observe her SRA instruction and provide feedback. She reflected, “I was able to implement SRA instruction a heck of a lot easier because I observed other kindergarten teachers teaching green band with fidelity. My mentor teacher also observed me teaching green band numerous times and met with me afterwards to discuss my glows and grows…I became so accustomed to being observed and critiqued by my mentor that I wasn’t at all freaked out when my principal came in to do my TKES observations. It truly was a win-win situation for me!”
	Classroom management was expressed as a major area of concern where peer observations seemed both necessary and valued. Ms. Peebles (3) stated, “I admit that my class got a little out of control this year [first year]…My principal has already told me she’s moving me to kindergarten so I will have a para to help me [sighed].” When asked how her mentor helped her she explained, “My mentor modeled effective classroom management techniques when I observed her teaching her class…but when things didn’t get better in my classroom, she [mentor] decided to have me observe her teaching my class multiple times so I could watch her implement these same techniques with my students.” When probed further about this type of observation she reflected, “It was so awkward at first, I didn’t know what to think, and my students for sure didn’t know what to think [laughed]…for the first 15 minutes they kept looking back at me like, what the heck is going on [laughed]…But all jokes aside, I have to admit it really did help me because seeing her [mentor] teach my class made me realize just how bad I had let things get and how little my students respected me.” When asked if she recommended adding this type of observation to future induction requirements she said, “Yes, I’ve already told another new teacher friend of mine who had a horrible first year to try it next year.” Ms. Cox (2) agreed that classroom management was a huge struggle for her. She explained, “It really helped me to observe how other teachers from my grade level managed their classrooms according to our schoolwide PBIS expectations…I was able to observe how other teachers in my school effectively implemented the use of DOJO points as a way to reward positive student behavior and also communicate with parents.” 
	Collectively, similar peer observation suggestions were highlighted from each focus group, chunked, and briefly summarized. These suggestions include:
	Peer observations and debriefing. Beginning teachers should be provided opportunities to conduct and receive peer observations followed by debriefing sessions.
	Release time. Have school administrators schedule regular times when mentors and mentees are released from their regular teaching responsibilities to conduct peer observations and debriefing sessions.  
	Accountability for peer observations. Establish peer observation criteria that requires beginning teachers to complete a variety of observation types (mentee observes mentor, mentor observes mentee, mentor and mentee co-teach, etc.) of peer observations each semester.  
Professional Support and Development  
All 14 focus group participants indicated their school district provided professional learning opportunities or some form of professional support for beginning teachers; however, participants expressed their desire for more professional development that matched their specific areas of need. For example, beginning teachers with strong technology skills did not benefit from the introductory technology training they were required to take. Ms. Remsen (gifted) explained, “I had to attend training over technology I didn’t even have in my classroom. All it [the training] did was make me angrier that I wasn’t provided a smartboard!”  She continued, “We [teachers] are expected to differentiate our instruction and to teach each student on his/her level, so I personally believe that induction planners should be expected to differentiate professional development to make it more applicable to our grade level or subject area.” Ms. Hargrove (music) complained, “I get so sick of having to participate in trainings over topics that do not apply to music education! It just makes me feel so undervalued as if my time means nothing! Is it too much to ask to provide training more applicable to specials teachers [PE, art, and music], or at least the very least, exempt us from trainings that don’t apply to us?”  
Overall, these beginning elementary teachers agreed that classroom management was their biggest area of need as they indicated they were confronted with disruptive student behaviors they felt unprepared, untrained, unqualified, and sometimes even a little frightened to handle. More concerning is the majority perceived their minimal classroom management training as ineffective in meeting their needs because the content was too vague, too basic, and/or impractical, irrelevant to their classroom environment and student population. For example, each participant indicated they taught at a PBIS school and were expected to follow PBIS expectations and procedures; however, even though Georgia is a PBIS implementing state and these beginning teachers teach at PBIS schools, not one participant was provided specific training on this state-wide behavior program. Participants only recalled having to attend one sit-and-get type training that vaguely covered general topics commonly associated with classroom management, such as establishing class rules, routines, and procedures. Ms. Brown (K) stated, “These trainings were too broad and didn’t even begin to cover strategies appropriate for kids who are 5-6 years old, throwing temper tantrums, and running away.” Ms. Williams (5) recalled, “I really had to keep myself from laughing out loud when the presenter pulled out a cup of popsicle sticks and proceeded to explain how to use them to randomly call on students or partner students up…I knew early on it [classroom management training] was going to be a colossal waste of my time, and it most certainly was!” 
Another area of need that surfaced during the focus group discussions was the need for more research based instructional strategies. Ms. Ellis (4) commented, “I think it would have been very beneficial to have more professional development focused on effective instructional strategies.” Ms. Cunningham (1) agreed, “I am always striving to improve my instruction and create engaging lessons for students, so more researched based instructional strategies would have really been helpful to me and I’m sure many others.” Other participants indicated that differentiated professional development would have been beneficial in the following areas: mandatory record keeping (grades, report cards, attendance, interventions, student data notebooks, etc.); unit/lesson planning; rubrics and assessments; required instructional and technology programs (Harcourt, SRA Imagine It, iStation, STEM Scopes, iReady etc.); PBIS; and TKES. In addition, Ms. Cartner (SPED) providing professional development focused on the RTI process and strategies that would enable beginning teachers to better serve students with special needs.  
Lastly, focus group participants identified professional supports that were beneficial in reducing beginning teacher stress and physical exhaustion. Ms. Williams (5) expressed her desire for a reduced teaching load. She explained, “Having to teach just one less class a week would have provided me plenty time to prepare for the next week, not to mention the tremendous amount of stress it would have removed from my plate.” Ms. Scott (3) explained, “I am so thankful I was assigned a smaller class size during my first year. Even though I only had 6 fewer students than my team teachers that equals a whole small group of students! This small support really did make a big difference.” In reference to non-teaching duties, three beginning teachers believed they were assigned more duties than their team teachers. They explained how this made their first year of teaching even more stressful and difficult than it already was. 
Collectively, similar professional support and development suggestions were highlighted from each focus group, chunked, and briefly summarized. These suggestions include:
	Needs-based professional development. Provide on-going professional learning and support that is aligned with the professional and emotional needs of participating teachers. 

















DISCUSSIONS AND CONCLUSIONS 
Research Summary
Teacher Induction Guidance guidelines were established by the GaDOE as a framework for continuous induction program improvement across Georgia. One aspect of these guidelines is the development and implementation of teacher induction programs that focus on recruiting, retaining, and supporting beginning teachers. The Guidance advises the development of comprehensive teacher induction programs that provide sustained professional learning that is responsive to the needs of beginning teachers. 
These guidelines also specify that local school districts establish a systematic approach to evaluate the quality and effectiveness of their induction programs. Program evaluations should include a continuous cycle of data collection, analysis of the data, and sharing findings with district administrators and induction planners to support continuous program improvements. Following these guidelines, this study (1) identified the needs and concerns of beginning elementary teachers from three East Central Georgia school districts, (2) identified the induction supports provided in these school districts, and (3) examined these beginning elementary teachers’ perceptions regarding the effectiveness of the induction support provided. This study is a dissertation of practice in that the findings will be used to strengthen the existing teacher induction programs in three East Central Georgia school districts.
This descriptive study utilized a sequential explanatory mixed-methods design to further provide a comprehensive picture of the induction support offered in East Central Georgia and its perceived effectiveness. This method is the collection and analysis of quantitative data to provide a general description, followed by the collection and analysis of qualitative data to provide a more in-depth description of the research topic. 
The researcher first collected and then analyzed quantitative survey data from a larger group of beginning elementary teachers and then used these findings to inform the collection and analysis of qualitative focus group data. The quantitative data from survey rankings and qualitative data from focus groups were used to collect beginning teachers’ perceptions of the induction support provided by their school districts. Checking validity and reliability were addressed during the collection, analysis, and interpretation phases of this study. Validity and reliability were obtained through accurate data collection and analyzes, triangulation, and member checks. 
The rationale for using a mixed-methods approach is collecting both quantitative and qualitative data and integrating the results strengthens the research findings. Quantitative data was collected to provide a general picture of survey participants and existing induction supports being offered in East Central Georgia. Qualitative data was collected to provide a more comprehensive picture of existing induction supports by further clarifying survey findings, examining the perceived effectiveness of existing induction supports, and providing recommendations for improving future teacher induction in East Central Georgia. 
Research Discussions 
In this chapter, the researcher concluded findings and research relevant to the comprehensive research question: What are beginning elementary teachers’ perceptions of induction programs in East Central Georgia? To best answer this research question, chapter five summarizes and concludes the following sections: (1) identified needs and concerns, (2) provided induction supports, (3) perceptions of induction programs, and (4) recommendations for future induction programs. This study is a dissertation of practice in that the findings will be used to strengthen the existing teacher induction programs in three East Central Georgia school districts. Despite the demographic differences of the participants, the beginning elementary teachers generally responded to the survey and focus group questions in a similar manner. Overall, this study’s findings and recommendations align with this study’s literature review and guiding framework regarding the development, implementation, and evaluation of quality induction programs.
Identified Needs and Concerns
	It is evident that most induction programs are not effective in meeting the needs of beginning teachers. Previous studies reported that beginning teachers identified classroom management, motivating students, diverse student population, assessment, and relationships with parents as their top five greatest concerns (Veenman, 1984). More recent studies indicate that of these five concerns, beginning teachers are still concerned about classroom management and assessment, while the remaining three have been replaced with the following: using student data to improve instruction, SPED students, gifted students, RTI process, TKES, differentiated instruction, using required technology resources/programs, and student achievement and growth (Dias-Lacy & Guirguis, 2017; GaDOE, 2016; Harris, 2015; Matlach & Potemski, 2014; Williams & Gillham, 2016).
	This study’s survey findings indicated that the needs of beginning teachers in East Central Georgia were somewhat contradictory of above research. The number one need of survey respondents was the RTI process followed by obtaining teaching materials/supplies; grading policy and report cards; assessment; and TKES. However, even though these were identified as the top five needs, they were only rated as some need along with classroom management; motivating students; diverse student populations; and communicating with parents.
	Regarding the variable years of teaching experience, analysis determined that surveyed beginning elementary teachers with 20+ years of teaching experience rated classroom management as their number one need. Even though the mean score fell within the minor need rating, it was still surprising to see classroom management rated as their number one need component out of the 21-item list. This is due to the common belief that more experienced teachers are better able to manage and handle difficult student behaviors. 
	Regarding the teaching position variable, analysis determined that surveyed beginning elementary teachers who taught PE, art, and music rated the RTI process as their number one need. Even though the mean score fell within the some need rating, it was still surprising to see it rated as their number one need component out of the 21-item list because special teachers are rarely involved in the RTI process (e.g. identification of students, data collection, provision of interventions, mandatory meetings, etc.).    
	In contrast, focus group participants identified classroom management; assessment; curriculum maps and pacing guides; required programs and technolog; lesson plans; report cards; parent conferences; TKES; and SPED requirements as significant concerns. Interestingly, these concerns are more reflective of both past and present research regarding the needs and concerns of beginning teachers.   
Provided Induction Supports
Socialization into the district/school environment and culture. With regard to socialization, 94% of surveyed beginning teachers attended orientation sessions at the district level to explain policies, procedures, mission, and goals. Data from this study indicated that fewer teachers (74%) participated in school level orientation. Some beginning teachers indicated they did not participate in orientation sessions at the district or school level because they were late hires. These participants recommended developing an induction plan for orienting beginning teachers hired after the start of the school year to familiarize them with the school environment and culture. This is supportive of Wong and Wong (2010) research regarding effective induction programs highlighting the importance of offering district and school level orientation sessions that acculturate beginning teachers in the following areas: vision and mission; policies and procedures; and culture and community. Every school has its own unique dynamics and beginning teachers who understand the make-up of their school are better able to fit in and be successful.
	The lowest rated socialization practices noted by this study was aiding in learning the logistics of the newly employed school. Survey data revealed that 67% reported being given a tour of the building in which they were newly employed, and 61% reported being introduced to faculty and staff within their new school. It may have been that these two tasks occurred informally or were simply forgotten, either way, attention should be focused on providing more formal practices that will assist induction phase teachers with socialization and school logistics.   
Special consideration in teaching/duty assignments. Data regarding assignment factors in East Central Georgia were overwhelmingly negative. The only positive finding reported that 98% were assigned to teaching positions reflective of their education and training. The negative findings verified that these school districts tend to assign beginning teachers the same workloads, duties, and class sizes. The data in this area indicated that special considerations are not common in East Central Georgia regarding the types of students assigned, reduction in workloads, or reduction in class sizes. 
Close to half (47%) reported no special considerations were considered when class rosters were generated. Most participants (80%) were not provided a reduced teaching load, and 87% were not provided reduced class sizes. A total of 68% reported they were not given reduced non-teaching duties and responsibilities. 
These findings do not reflect research supporting the importance of providing beginning teachers a modified workload. Providing a reduced teaching and duty schedule has been proven to reduce the likelihood of beginning teachers feeling overwhelmed and increase the efficacy of the induction program’s implementation (Matlach & Potemski, 2014). Attention should be focused on providing beginning teachers modified workloads.   
Professional support and development. Regarding the professional needs of beginning elementary teachers, again, the data were semi positive and negative. A total of 61% attend professional development trainings designed specifically for induction participants. Additionally, 84% attended specific training on the Code of Ethics and 76% attended specific training on TKES. 
There is concern that 59% were not provided appropriate curricula (textbooks, teaching materials, curriculum maps, pacing guides, etc.) prior to school starting. This impairs beginning teachers’ ability to properly prepare for the school year ahead of time. 
Mentoring supports. Positive data were found regarding the existence of formal mentoring programs. The majority (93%) of surveyed teachers indicated their school district had a formal mentoring program in place within their school district. An experienced teacher was assigned to serve as a mentor to 86% of the surveyed teachers and most mentors (64%) taught the same grade level and/or subject as their mentee. 
An area of concern is the variation in the amount of mentor support provided or not provided to beginning teachers. The data ranged from having zero meetings up to having two or more meetings per week. Most concerning is the 20% of beginning teachers who reported never meeting with their mentor at all. Another area of concern is 30% who reported not receiving a mentoring guide/handbook form their district or school outlining roles and responsibilities, program criteria, and a checklist of requirements for both mentors and mentees. These findings are contradictory to the research regarding the importance of mentoring and characteristics of an effective mentor. As noted in the literature review, a number of studies have positively linked mentoring to retention rates in addition to beginning teachers becoming competent more quickly (AEE, 2014; Ga DOE, 2016; NCES, 2015; NTC, 2016). 
Peer observations. Only 57% of beginning elementary teachers reported having opportunities to observe more experienced peer teachers in addition to their assigned mentor. Less than half (46%) were observed and provided observation feedback by their experienced peers. 
Of the 86% assigned a mentor, only 60% reported being observed and provided constructive feedback by their mentor and 47% had the opportunity to observe their mentor teaching. When observation feedback was provided by the mentor, 54% of beginning teachers rated it as adequate constructive feedback. 
Overall, the data findings regarding peer observations were weak. These results indicate that attention should be focused on improving peer observation practices and procedures as they do not support research findings regarding the benefits of providing: 1) multiple peer observation opportunities; 2) a variety of peer observation types; 3) constructive feedback; and 4) regular scheduled release time (AEE, 2014; Ga DOE, 2016; Hendry & Oliver, 2012; NTC, 2016).
Perceptions of Induction Programs
The quantitative data addressing the perceptions of beginning elementary teachers regarding the overall effectiveness of induction programs in East Central Georgia school districts were somewhat contradictory. Slightly over half (52%) perceived that the induction program they participated in was effective in meeting their overall needs and supporting them as beginning teachers. However, these findings were found to be inconsistent with the findings regarding the perceived effectiveness of the induction support provided for each need component. 
First, each need component mean score fell within the somewhat effective range indicating that their needs were minimally met. Second, if a need component was not rated as somewhat effective, it was reported as not provided. These data sets do not align and therefore raise a lot of questions. How can 52% rate the overall induction program as effective in meeting their needs when data indicated that the support received for each need component was somewhat effective or not provided at all, indicating that individual induction needs were minimally met? How can the overall induction needs be effectively meet if individual induction needs were minimally meet or not met at all? Do induction phase teachers think an induction program (programing) is what they truly need. This researcher asserts that induction teachers do not want more required programing they perceive irrelevant or a waste-of-time and therefore marked their needs as minimally met. They want more collaborative based, job-embedded supports such as mentoring, peer observations, release time, and modified workloads.
Also, there were inconsistencies identified between the quantitative and qualitative data regarding the perceived needs of elementary induction phase teachers. The need components identified though the qualitative data seemed to be of greater concern than the some need to minor need ratings indicated by the quantitative survey data.
The overall perception of focus group participants regarding induction program effectiveness was equally split. Half were satisfied with the quality of their induction program and rated their induction support as effective. The other half were dissatisfied with their induction program due to the vague, irrelevant, or limited support provided.   
Recommendations for Induction Program Improvement
	The data presented in this study indicate that issues exist in the implementation of induction support in East Central Georgia. Analysis of program recommendations provided by participants identified three themes of effective induction related to this study’s guiding frameworks and literature review: mentoring; professional support and development; and peer observations. 
	Based on the findings, the researcher developed a Venn diagram (Figure 5), which not only provides a quick summary of mentoring; professional support and development; and peer observations but also links each recommended components in such a way as to illustrate how they are related. The overlapping circles indicate that these induction components are interdependent and should not be viewed in isolation from each other. This diagram can be used by induction planners to help streamline these components of effective induction.


Figure 5. Themes of Effective Induction Related to Guiding Frameworks   
	The recommendations of this researcher were made with the intent of improving, reinforcing, and streamlining new teacher induction programs in East Central Georgia. Based on the findings and conclusions of this study, recommendations for induction program improvement were established and are summarized below. This is not an exhaustive list, nor is it a formula or model; but it is a place to start. My hope is to advance the implementation of meaningful (pragmatic) induction supports by providing more relevant methods for developing and implementing teacher induction. 
	Mentor selection and training process. According to the NTC (2016), “The selection and assignment of mentors is arguably the single most important task facing the teacher induction leadership. Highly trained and supportive mentors can accelerate the development of high-achieving classroom teachers and improve student achievement” (p. 8). The first step, according to Ross, Vescio, Tricarico, and Short (2011), “is ensuring support for beginning teachers requires selecting mentor teachers who not only have the necessary skills and content knowledge but also have the desire and commitment to work with a novice” (p. 10). Next, after mentors are carefully selected, Goldrick (2016) explains that they should be trained to ensure they have a clear understanding of their role and responsibilities as mentors. The GaDOE (2016) recommends that mentor training include topics such as: mentor roles and responsibilities; coaching and feedback strategies; working with adult learners; and methods of mentoring (peer observation, modeling, co-teaching, conferencing, coaching, debriefing, etc.) Thus, it is recommended that East Central Georgia school districts establish a rigorous mentor selection process that: (1) requires an application/screening and training process to ensure that mentors have the eligibility requirements, qualifications, characteristics, and skills needed to support beginning teachers; and (2) requires mentor teachers to retrain every two to three years. This recommendation aligns with the Teacher Induction Guidance (2016) discussion of mentor selection and accountability.
	Mentor assignments. Matching a mentor with novice teachers is regarded as one of the most crucial aspect of the mentoring process (NTC, 2016). According to Matlach & Potemski (2014) mentors are an integral part of induction programs because of the individualized support they provide beginning teachers. Their research found that assigning beginning teachers to mentors who teach the same grade level and/or content area and share a common planning period has proven to be most effective. Similarly, Ingersoll (2012) found that (1) having a mentor teacher in the same subject area and (2) having common planning time with “subject-area peers” had the strongest effect on teacher retention. Therefore, it is recommended that school administrators assign mentors according to the following criteria: (1) same grade level and/or subject area, (2) common planning time, and (3) classroom proximity. These mentor assignment recommendations mirror the mentor research presented in this study’s literature review. 
	Induction for special teachers. Since most schools only have one special teacher in each field, concerns heighten when we consider that special teachers are marginalized even more with regard to planning and implementing teacher induction. Thus, it is recommended that districts provide school administrators with a district-wide list of special teachers who have completed the application process and mentor training and are also willing to mentor a subject-area peer from a different school. It is also suggested that E-mentoring might work best for this type of school-to-school mentoring. Using web-based platforms would provide and easier more immediate mentoring services for special teachers, in addition to being more cost effective for school districts.
	Release time. Quality mentoring relationships often include meeting on a regular basis and having sufficient time to collaborate (Haynes, 2014; Ingersoll & Strong, 2011; Matlach & Potemski, 2014). This is difficult to do when time is one of the biggest challenges in a mentor/mentee relationship. In fact, each participant in the study had ongoing concerns about time. They mentioned lack of time as the number one factor hindering being able to observe others teach and being able to collaborate with colleagues. Therefore, it is recommended that school administrators schedule regular release time for both mentors and mentees. During this protected time, mentors and mentees should be released from their regular teaching responsibilities to fulfill induction requirements such as completing peer observations and debrief sessions; and conducting formal meetings for the purpose of planning, reflecting, and providing emotional support.
	Mentor/mentee handbook. School districts need to create separate mentor/mentee handbooks that specify the following: roles and responsibilities; guidelines and expectations; checklist of requirements; and timeline of induction completion. It was also suggested that these handbooks be available digitally. 
	Mentor accountability. Moir (2009) highlights the importance of accountability being built into an induction program. Induction programs and their participants should be continuously monitored and ask to provide feedback through a variety of means. Drawing from the evaluation framework presented in the study, which stresses the importance of program evaluation, it is recommended that school districts survey mentees to determine the effectiveness of their mentor and the mentoring support provided. This recommendation also aligns with the Teacher Induction Guidance (2016) recommendation of evaluation in an effort to ensure continued quality. 
	Sustained induction support. According to induction literature, teachers need three to seven years of experience to become highly effective teachers; therefore, it is recommended that districts provided multi-year induction support. Setting the length of teacher induction at two or more years not only provides the support beginning teachers need to succeed their first year, but also continues to reinforce and refine their teaching throughout the years to come (Godrick, 2016). To achieve this, teacher induction must be established as a fundamental link in a professional continuum that begins with induction support and continues as ongoing professional development staring in pre-service program and extending into professional teaching. Participants from this study expressed concerns about being bombarded with lots of new information, on top of being at a new school with new students, new colleagues, and new procedures to acclimate to. They also admitted feeling overwhelmed by all the new information. Comments such as these indicate that careful attention should be given to ensuring that structured induction support is ongoing, and that appropriate pacing is allowed for the processing and practicing of newly gained skills and knowledge.
	Modified workload. Induction research reveals that beginning teachers are often assigned to teach the more demanding classes, given the hardest course loads, given numerous additional responsibilities, and assigned to teach unfamiliar, less desirable subjects (Ingersoll, 2012; Ingersoll et al., 2014). Providing a reduced teaching load will help reduce the likelihood of beginning teachers feeling overwhelmed and increase the efficacy of the induction program’s implementation (Matlach & Potemski, 2014). It is also recommended that induction teachers are given appropriate teaching assignments, insuring that they are certified to teach their assigned grade level or position. As Feiman-Nemser (2012) remind us, even the best mentoring and induction programs “cannot make up for an inappropriate teaching assignment” (2012, p. 14). First, administrators need to make more purposeful decisions regarding the teaching assignments made to beginning teachers. Beginning teachers should be assigned fewer classes to teach within their field of study in order to provide additional time for planning and to observe other teachers. It is also important to limit the number of teaching preparations required of beginning teachers. Second, administrators need to be more purposeful when creating class rosters for beginning teachers. Factors such as class size, students with specific learning needs, and behavior concerns should always be considered. Third, limit number of committees and non-teaching duties assigned to beginning teachers. 
	Needs-based professional development. Research concludes to effectively support beginning teachers, induction programs must meet both their professional and emotional needs (Harris, 2015; Haynes, 2014; Kang & Berliner, 2012; Ronfeldt & McQueen, 2017). It is recommended that school districts develop ongoing needs-based professional development that aligns with the professional and emotional needs of beginning teachers because, according to the GaDOE (2016), “needs-based induction programs can significantly reduce teacher turnover and help teachers to focus on improving instruction” (p. 1). Joiner and Edwards (2008) emphasize the importance of addressing the “true needs of the teachers” and warn against a “one-size fits all” approach (p. 45). Participants from this study expressed a desire for more collaborative based, job-embedded supports such as mentoring, peer observations, release time, and modified workloads. Therefore, it is recommended that induction planners from East Central Georgia school districts take these needs into consideration when developing future induction supports.
	Peer observations and feedback. One of the most effective ways for beginning teachers to learn how to teach is through the provision of peer observations and constructive feedback (AEE, 2014; Ga DOE, 2016; Hendry & Oliver, 2012; NTC, 2016). Participants from this study expressed the need to observe other colleagues teaching which highlights the importance of including peer observations as a form of induction support. Thus, it is recommended that induction phase teachers have opportunities to observe and discuss lessons taught by their mentor and other experienced colleagues. In addition, it is recommended there are opportunities for mentors to observe mentees for the purpose of providing constructive, non-evaluative feedback (Ga DOE, 2016). Most of the participants from this study repeatedly mentioned the need for confirmation and feedback from their mentor and colleagues. As one of the participants remarked: You can't grow unless somebody gives you feedback, and I expected feedback from my mentor.” 

Epilogue 
This study afforded me the opportunity to pursue my scholarly and professional interests in teacher induction. It allowed me the opportunity to delve deep and interact with induction curriculum history, and design and development. Curriculum studies can be situated in a pragmatic context when examining the relationships between curriculum, educational reform, policy formation, and practice. For curriculum theorist, the experiences of teachers are of fundamental interest to contemporary scholars in the field when addressing curriculum issues, like teacher induction curriculum.  
It was also important for me to conduct research that was relevant and beneficial to teachers in my school district. As a veteran teacher, who also serves as a mentor, I have a heart for induction teachers and recognize that the burden placed upon them is immense and in some cases unrealistic. My sincere desire is to (1) find solutions that can realistically help induction teachers in East Central Georgia, and (2) initiate positive changes in future induction practices. 
 	As noted above, there is an abundance of broad research on teacher induction across the United States; however, research on teacher induction in East Central Georgia school districts is severely limited. In response to this research gap, the main purpose of this descriptive study was to investigate the induction supports offered in three East Central Georgia school districts and examine elementary induction teachers’ perceptions of these induction experiences. It is my hope that the findings from this study will extend the limited body of induction literature and will stimulate conversation and inquiry that will contribute to the improvement of existing induction programs in East Central Georgia as school district leaders gain insight into the effectiveness of current induction supports being offered.	















Akkerman, S. F., & Meijer, P. C. (2011). A dialogical approach to conceptualizing teacher 

	identity. Teaching and Teacher Education, 27(2), 308-319.

Alliance for Excellent Education. (2004). Tapping the potential: Retaining and developing high-

quality new teachers. (Report). Washington, D.C. Retrieved from: 

http://www.all4ed.org/files/archive/publications/TappingThePotential/TappingThePotential.pdf (​http:​/​​/​www.all4ed.org​/​files​/​archive​/​publications​/​TappingThePotential​/​TappingThePotential.pdf​)
Alliance for Excellence Education. (2014). On the path to equity: Improving the effectiveness of 
beginning teachers. (Report). Washington, D.C.  Retrieved from: http://all4ed.org/wpcontent/uploads/2014/07/PathToEquity.pdf (​http:​/​​/​all4ed.org​/​wpcontent​/​uploads​/​2014​/​07​/​PathToEquity.pdf​)   
Anhorn, R. (2008). The profession that eats its young. Phi Delta Kappan, 15-26.
Aragon, S. (2016). Teacher shortages: What we know. Denver, CO: Education Commission of 
the States.
Ball, D. B., & Forzani, F. M.  (2009). The work of teaching and the challenge of teacher 
education. Journal of Teacher Education, 60, 497-511.
Barnes, G., Crowe, E., & Schaefer, B. (2007). The cost of teacher turnover in five school 
districts: A pilot study. Retrieved from:
http://nctaf.org/wp-content/uploads/2012/01/NCTAF-Cost-of-Teacher-Turnover-2007-full-report.pdf (​http:​/​​/​nctaf.org​/​wp-content​/​uploads​/​2012​/​01​/​NCTAF-Cost-of-Teacher-Turnover-2007-full-report.pdf​) 
Barrera, A., Braley, R. T., & Slate, J. R. (2010). Beginning teacher success: An investigation into 

	the feedback from mentors of formal mentoring programs. Mentoring & Tutoring: 

	Partnership in Learning, 18(1), 61-74. 

Bartell, C. A. (2005). Cultivating high-quality teaching through induction and mentoring.	

Thousand Oaks, CA: Corwin Press.

Bastian, K. C., & Marks, J. T. (2017). Connecting teacher preparation to teacher induction: 

Outcomes for beginning teachers in a university-based support program in low-

performing schools. American Educational Research Journal, 54(2), 360-394.

Bickmore, D. & Bickmore, S. (2010). A multifaceted approach to teacher induction. Teaching 

and Teacher Education, 26(4), 1006-1014.

Birkeland, S. & Feiman-Nemser, S. (2012).  Helping school leaders help new teachers: 		





Blair-Larsen, S. M. (1998). Designing a mentoring program. Education, 118(4), 602-604.

Carver-Thomas, D. (2016). National trends in teacher attrition: An analysis of 2011–12—2012–
13 stayers, movers, and leavers. Palo Alto, CA: Learning Policy Institute.
Chatterji, M. (2005). Evidence on “what works”: An argument for extended-term mixed-method 
evaluation designs. Educational Researcher, 34 (5), 14-24.
Cherubini, L. (2007). A personal services paradigm of teacher induction. International Electronic 

Journal for Leadership in Learning, 11(6), 1-21.

Cherubini, L. (2007). Speaking up and speaking freely: Beginning teachers’ critical perceptions 

of their professional induction. Professional Educator, 29(1), 1-12.

Cherubini, L. (2009). New teachers' perceptions of induction: Insights into principled practices. 

Alberta Journal of Educational Research, 55(2), 185-198.

Cherubini, L., Kitchen, J., Goldblatt, P., & Smith, D. (2011). Broadening landscapes and 

	affirming professional capacity: A metacognitive approach to teacher induction. The 

Professional Educator, 35(1). 

Chesley, G. M., & Jordan, J. (2012). What’s missing from teacher prep. Educational Leadership, 
	
	69(8), 41-45.  

Clandinin, D. J., Downey, C. A., & Huber, J. (2009). Attending to changing landscapes: Shaping 
the interwoven identities of teachers and teacher educators. Asia-Pacific Journal of Teacher Education, 37(2), 141-154. 
Cook, J. (2009). Coming into my own as a teacher: Identity, disequilibrium, and the first year of 
teaching. New Educator, 5(4), 274-292.
Corbell, K. A., Osbourne, J., & Rieman, A. J. (2010). Supporting and retaining beginning 
teachers: A validity study of the perceptions of success inventory for beginning teachers. Educational Research and Evaluation: An International Journal on Theory and Practice, 16(1), 75-96. http://dx.doi.org/10.1080/13803611003722325
Creswell, J. W. (2009). Research Design: Qualitative, quantitative, and mixed methods 

approaches (3rd ed.). Los Angeles, CA: Sage Publications.

Creswell, J. W. (2013). Research Design: Qualitative, quantitative, and mixed methods 

	approaches. Thousand Oaks, CA: Sage Publications.
	 
Darling-Hammond, L. (2015). The flat world and education: How America's commitment to 

	equity will determine our future. New York, NY: Teachers College Press.

Davis, B., & Sumara, D. J. (1997). Cognition, complexity, and teacher education. Harvard 
	
	Education Review, 67, 105-125. 

Dias-Lacy, S. L., & Guirguis, R. V. (2017). Challenges for new teachers and ways of coping with 

	them. Journal of Education and Learning, 6(3), 265.

Dever, M.T., Johnson, F. F., & Hobbs, D. E. (2000). A qualitative analysis of an intensive 
mentor-apprentice collaboration: MAC. Journal of Research and Development in Education, 33(4), 241-256.
Dillman D. A., Smyth J. D., Christian L. M. Internet, phone, mail, and mixed-mode surveys: The 
tailored design method. Hoboken, NJ: John Wiley & Sons, Inc; 2014.
Drago-Severson, E. (2011). How adults learn forms the foundation of the learning designs 			standard. JSD Learning Forward, 32 (5), 10-12.
Earley P. & Ross S. (2006). Teacher recruitment and retention: Policy history and new 
challenges. Retrieved from: http://www.nesinc.com/PDFs/2006_02EarleyRoss.pdf (​http:​/​​/​www.nesinc.com​/​PDFs​/​2006_02EarleyRoss.pdf​)
Feiman-Nemser, S. (2012). Beyond solo teaching. Educational Leadership, 69(8), 10-16.

Fresko, B. & Nasser-Abu Alhija, F. (2009). When intentions and reality clash: Inherent 	implementation difficulties of an induction program for new teachers. Teaching and 	Teacher Education: An International Journal of Research and Studies, (25)2, 278-284.
Gray, L., and Taie, S. (2015). Public school teacher attrition and mobility in the first five years: 	Results from the first through fifth waves of the 2007–08 beginning teacher 	longitudinal study. Washington, DC: U.S. Department of Education, National Center for 	Education Statistics. Retrieved from: https://nces.ed.gov/ (​https:​/​​/​nces.ed.gov​/​​)
Gay, L., Mills, G. E., & Airasian, P. (2009). Educational research: Competencies for analysis 	and applications. (9th ed). Upper Saddle River, NJ: Pearson. 
Georgia Department of Education. (2011). Teacher induction guidance: Roles and 	responsibilities. Retrieved from: 
	http://www.gadoe.org/School-Improvement/Teacher-and-Leader-	Effectiveness/Documents/GaDOE_Teacher%20Induction%20Guidance%20031813.pdf (​http:​/​​/​www.gadoe.org​/​School-Improvement​/​Teacher-and-Leader-	Effectiveness​/​Documents​/​GaDOE_Teacher%20Induction%20Guidance%20031813.pdf​) 
Georgia Department of Education (2016). Teacher induction guidance. Retrieved from: 

	https://www.gadoe.org/School-Improvement/Teacher-and-Leader-	Effectiveness/Documents/GaDOE_Teacher%20Induction%20Guidance%20031813.pdf (​https:​/​​/​www.gadoe.org​/​School-Improvement​/​Teacher-and-Leader-	Effectiveness​/​Documents​/​GaDOE_Teacher%20Induction%20Guidance%20031813.pdf​) 
Georgia Professional Standards Commission (2017). 2016 Georgia K-12 teacher and leader 

	workforce report. Retrieved from: 

	http://prod.gosa.georgia.gov/sites/gosa.georgia.gov/files/related_files/press_release/K-	12%20Teacher%20and%20Leader%20Workforce%20Report%2020170130.pdf (​http:​/​​/​prod.gosa.georgia.gov​/​sites​/​gosa.georgia.gov​/​files​/​related_files​/​press_release​/​K-	12%20Teacher%20and%20Leader%20Workforce%20Report%2020170130.pdf​) 
Gold, Y. (1996). Beginning teacher support: Attrition, mentoring, and induction. Handbook of 	Research on Teacher Education 2, 548-594.
Goldrick, L. (2016).  Support from the start: A 50-state review of policies on new educator 





Goldrick, L., Osta, D., Barlin, D., & Burn, J. (2012). Review of state policies on teacher 
	induction. Retrieved from New Teacher Center: http://www.newteachercenter.org (​http:​/​​/​www.newteachercenter.org​)
Gosling, D. (2013) Collaborative peer-supported review of teaching. Learning and Teaching in 

Higher Education: International Perspectives, J.Sachs & M. Parsell, Dordrecht, Springer, 

13-31.
Harris, B. (2015). Retaining new teachers: How do I support and develop novice teachers? 	Alexandria, VA: Association for Supervision and Curriculum Development.
Haynes, M. (2014). On the path to equity: Improving the effectiveness of beginning teachers. 	Washington, DC: Alliance for Excellent Education.
Hendricks, K., & Louw-Potgieter, J. (2012). A theory evaluation of an induction programme. SA 	Journal of Human Resource Management, 10(3), 9. Retrieved from: 	http://dx.doi.org/10.4102/sajhrm.v10i3.421 (​http:​/​​/​dx.doi.org​/​10.4102​/​sajhrm.v10i3.421​)
Hendry, G.D., & Oliver, G.R. (2012). Seeing is believing: The benefits of peer observation. 





Hoover, L. (2011). Comprehensive teacher induction: A vision toward transformative teacher 	learning. Action in Teacher Education, 32(4), 15-25. 	Doi:10.1080/01626620.2010.549705
Ingersoll, R. (2012). Beginning teacher induction: What the data tell us.  Phi Delta Kappan, 93, 	47– 51.  
Ingersoll, R., Merrill, L., & May, H. (2012). Retaining teachers: How preparation matters. 	Educational Leadership, 69(8), 30-34.
Ingersoll, R., Merrill, L., & May, H. (2014). What are the effects of teacher education and 	preparation on beginning teacher attrition? Philadelphia, PA: Consortium for Policy 	Research in Education, University of Pennsylvania.
Ingersoll, R., Merrill, L., & Stuckey, D. (2014). Seven trends: The transformation of the teaching 





Ingersoll, R. & Smith, T. (2004). Do teacher induction and mentoring matter? NASSP Bulletin, 	88(638), 28-40.
Ingersoll, R. & Strong, M. (2011). The impact of induction and mentoring for beginning teachers: 	A critical review of the research. Review of Educational Research, 81(2), 201-233. 	Retrieved from: http://rer.sagepub.com/content/81/2/201.short (​http:​/​​/​rer.sagepub.com​/​content​/​81​/​2​/​201.short​)
Johnson, L. S. (2009). Comprehensive induction or add-on induction? Impact on teacher practice 	and student engagement. Santa Cruz, CA: New Teacher Center. Retrieved from: 	http://www.newteachercenter.org/sites/default/files/ntc/main/resources/BRF_Comprehen	siveInductionorAdd-onInduction.pdf (​http:​/​​/​www.newteachercenter.org​/​sites​/​default​/​files​/​ntc​/​main​/​resources​/​BRF_Comprehen	siveInductionorAdd-onInduction.pdf​) 
Joiner, S., & Edwards, J. (2008). Novice teachers: Where are they going and why don't they stay? 
Journal of Cross-Disciplinary Perspectives in Education, 1(1), 36-43.
Kearney, S. (2014). Understanding beginning teacher induction: A contextualized examination 

	of best practice. Cogent Education, 1:967477.

Kearney, S. (2015). Reconceptualizing beginning teacher induction as organizational 	





Kent, A.M., Green, A. M., & Feldman, P. (2012).  Fostering the success of new teachers: 

	Developing lead teachers in a statewide teacher mentoring program. Current Issues in 





Klein, A. (2015). No child left behind: An overview. Education Week, 34(27). 

Knowles, M. (1980). The modern practice of adult education: From pedagogy to andragogy. 	Retrieved from: 	http://www.umsl.edu/~henschkej/articles/a_The_%20Modern_Practice_of_Adult_Educat	ion.pdf (​http:​/​​/​www.umsl.edu​/​~henschkej​/​articles​/​a_The_%20Modern_Practice_of_Adult_Educat	ion.pdf​) 
Kuhn, T.S. (1962) The structure of scientific revolution. Retrieved from: 	http://users.df.uba.ar/sgil/tutoriales1/fisica_tutoriales/filosofia/kuhn0.pdf (​http:​/​​/​users.df.uba.ar​/​sgil​/​tutoriales1​/​fisica_tutoriales​/​filosofia​/​kuhn0.pdf​)
Ladd, H. F. (2011). Teachers’ perceptions of their working conditions. Educational Evaluation 	and Policy Analysis, 33(2), 235–261.
LaVine, M. E. (2016). Mentoring and professional development opportunities as perceived by 

	novice physical education teachers in the induction year. Teacher Education and 

	Practice, 29(2), 293-312.  

Lincoln, YS. & Guba, EG. (1985). Naturalistic inquiry. Newbury Park, CA: Sage Publications.
Marlow, L., Inman, D., & Betancourt-Smith, M. (1996). Teacher job satisfaction. Retrieved from: 
	http://www.eric.ed.gov (​http:​/​​/​www.eric.ed.gov​)
Matlach, L., & Potemski, A. (2014). Supporting new teachers: What do we know about effective 

	state induction policies? Center on Great Teachers & Leaders at American Institutes for 

	Research. Retrieved from: 

	http://www.gtlcenter.org/products-resources/supporting-new-teachers-what-do-we-know-	about-effective-state-induction-policies (​http:​/​​/​www.gtlcenter.org​/​products-resources​/​supporting-new-teachers-what-do-we-know-	about-effective-state-induction-policies​) 
McCann, T. & Johannessen, L. (2004). Why do new teachers cry? Clearing House, 77(4), 138.
Merrow, J. (1999). The teacher shortage, phony cures. Educational Week, 48, 64.
Mertens, D. M., & Wilson, A.T. (2012). Program evaluation theory and practice. New 
	York, NY: Guilford.
Mischel, W. (2013). Personality and assessment. Mahway, NJ: Psychology Press.
Moir, E. (1999). The stages of a teacher’s first year. In M. Sherer (Ed.), A better beginning: 	Supporting and mentoring new teachers. Alexandria, VA: Association for Supervision 	and Curriculum Development.
Moir, E. (2009). Accelerating teacher effectiveness: lessons learned from two decades of new 	teacher induction. Phi Delta Kappan, 91(2). Retrieved from: 
	http://www.ode.state.or.us/opportunities/grants/nclb/title_ii/a_teacherquality/accelerating	-teacher-effectiveness.pdf (​http:​/​​/​www.ode.state.or.us​/​opportunities​/​grants​/​nclb​/​title_ii​/​a_teacherquality​/​accelerating	-teacher-effectiveness.pdf​) 
Morgan, D. L. (2013). Integrating qualitative and quantitative methods: A pragmatic approach. 

	Thousand Oaks, CA: Sage Publications. 	 

National Center for Education Statistics. (2016, 2015). Retrieved from: http://nces.ed.gov/ (​http:​/​​/​nces.ed.gov​/​​)

National Commission on Teaching and America’s Future. (2003). No dream denied: A pledge to 
	America’s children. Washington, DC: Author. Retrieved from: 
	http://nctaf.org/wp-content/uploads/2012/01/no-dream-denied_summary_report.pdf (​http:​/​​/​nctaf.org​/​wp-content​/​uploads​/​2012​/​01​/​no-dream-denied_summary_report.pdf​) 
National Commission on Teaching and America’s Future. (2007). The high cost of teacher 	turnover. Retrieved from: https://nctaf.org/wp-content/uploads/2012/01/NCTAF-Cost-of-	Teacher-Turnover-2007-policy-brief.pdf (​https:​/​​/​nctaf.org​/​wp-content​/​uploads​/​2012​/​01​/​NCTAF-Cost-of-	Teacher-Turnover-2007-policy-brief.pdf​) 




New Teacher Center. (2016a).  Review of state policies on new educator induction. Retrieved 	from: https://newteachercenter.org/wp-content/uploads/SPR-georgia-2016-v3-2.pdf (​https:​/​​/​newteachercenter.org​/​wp-content​/​uploads​/​SPR-georgia-2016-v3-2.pdf​)
New Teacher Center. (2014). Ten reasons for effective induction programs. Retrieved from 	http://newteachercenter.org/2014/05/04/ten-reasons-to-have-a-high-quality-teacher- (​http:​/​​/​newteachercenter.org​/​2014​/​05​/​04​/​ten-reasons-to-have-a-high-quality-teacher-​)	induction-program/ 
Nielson, D.C., Barry, A.L., & Addison, A.B. (2006). A model of a new-teacher induction 	program and teacher perceptions of beneficial components. Action in Teacher Education, 	28(4), 14-24.	
No Child Left Behind Act of 2002, Pub L. No. 107-110. Retrieved from: 
	http://www2.ed.gov/policy/elsec/leg/esea02/107-110.pdf (​http:​/​​/​www2.ed.gov​/​policy​/​elsec​/​leg​/​esea02​/​107-110.pdf​) 
Owens, S. (2015).  Georgia’s teacher dropout crisis: A look at why nearly half of Georgia public 	school teachers are leaving the profession. Retrieved from:	https://www.gadoe.org/External-Affairs-and-	Policy/communications/Documents/Teacher%20Survey%20Results.pdf (​https:​/​​/​www.gadoe.org​/​External-Affairs-and-	Policy​/​communications​/​Documents​/​Teacher%20Survey%20Results.pdf​) 
Patton, M. Q. (2012). Essentials of utilization-focused evaluation. Sage Publications, Thousand 	Oaks.   
Patton, M. Q. (2013). Utilization-focused evaluation checklist. The Evaluation Center. Retrieved 	from: 	https://wmich.edu/sites/default/files/attachments/u350/2014/UFE_checklist_2013.pdf (​https:​/​​/​wmich.edu​/​sites​/​default​/​files​/​attachments​/​u350​/​2014​/​UFE_checklist_2013.pdf​) 
Patton, M. (2015). Qualitative research and evaluation methods. 4th Edition, Sage Publications, 	Thousand Oaks.
Ronfeldt, M., & McQueen, K. (2017). Does new teacher induction really improve retention? 

	Journal of Teacher Education, 68(4), 394-410.

Ross, D. D., Vescio, N., Tricarico, K. & Short, K. (2011).  Secrets for mentoring novice teachers:  

	Lessons from award-winning educators.  Gainsville, FL:  Lastinger Center for Learning.

Sanderson, D. R. (2003).  Extending the learning community:  The birth of a new teacher 	support 	





Shockley, R., Guglielmino, P., & Watlington, E. (2006). The costs of teacher attrition. Paper 	presented at the International Congress for School Eﬀectiveness and Improvement, Fort 	Lauderdale, FL. Retrieved from: 	http://www.leadership.fau.edu/icsei2006/Papers/Shockley%20Guglielmino%20and%20	Watlington.pdf (​	http:​/​​/​www.leadership.fau.edu​/​icsei2006​/​Papers​/​Shockley%20Guglielmino%20and%20	Watlington.pdf​) 
Simon, N. S., & Johnson, S. M. (2015). Teacher turnover in high-poverty schools: What we know 	and can do. Teachers College Record, 117, 1–36. Retrieved from:
	http://isites.harvard.edu/fs/docs/icb.topic1231814.files/ Teacher Turnover in High-	Poverty Schools.pdf  
Smith, T. M., Porter, A., McGraner, K., & Haynes, K. T. (2012). Learning to teach: An agenda 

	for research on the induction and mentoring of beginning teachers. National Society for 

	the Study of Education, 111, 219-247.

Strong, M. (2009). Effective teacher induction and mentoring: Assessing the evidence. New York: 

	Teachers College Press. 

Sutcher, L., Darling-Hammond, L., and Carver-Thomas, D. (2016). A coming crisis in 	

	teaching? Teacher supply, demand, and shortages in the U.S. Palo Alto, CA: Learning 





Truscott, D. M., & Truscott S. D. (2005). Differing circumstances, shared challenges: Finding 

	common ground between urban and rural schools. Phi Delta Kappan, 87(2), 123-130.





Villar, A. & Strong, M. (2007). Is mentoring worth the money? A beneﬁt-cost analysis and 

	ﬁveyear rate of return of a comprehensive mentoring program for beginning teachers. 





Wechsler, M. E., Caspary, K., Humphrey, D. D., & Matsko, K. K. (2012). Examining the effects 





Williams, N.V. & Gillham, J.C. (2016).  New teacher perceptions of induction programs:  






Wilson, J. H. (2001). A description of new teacher induction programs in the state of Georgia. 

	Retrieved from: http://digitalcommons.georgiasouthern.edu/etd_legacy/770 (​http:​/​​/​digitalcommons.georgiasouthern.edu​/​etd_legacy​/​770​) 

Wong, H. K. (2005). Teacher mentoring and induction: The state of the art and beyond. In H. 

	Partner (Ed.), New teacher induction: The foundation for comprehensive, coherent and 

	sustained professional development. Thousand Oaks, CA: Crown Press, Inc.

Wong, H. K., Breaux, A., & Klar, T. (2003).  Induction: How to train, support, and retain new 





Wong, H. & Wong, R. (2010). Training teachers to be effective. Retrieved from: 

	http://teachers.net/wong/APR10/wongprint.html (​http:​/​​/​teachers.net​/​wong​/​APR10​/​wongprint.html​)  

Woods, A.L. & Stanulis, R.N. (2009). Quality teacher induction: “Fourth-wave” (1997-2006) 

	induction programs. The New Educator, 5, 1-23. 

Yoon, K., Duncan, T., Wen-Yu Lee, S., Scarloss, B., & Shapley, K. L. (2007). Reviewing the 

	evidence on how teacher professional development affects student achievement. National 














Permission to Conduct Research Letter for Superintendent 
Dear Superintendent,  

I am writing to request permission to conduct a research study at the elementary school(s) located in the (insert school district’s name) County school district.  I am a doctoral candidate currently enrolled in the Curriculum Studies Program at Georgia Southern University, and I am in the process of writing my dissertation.  The study is entitled Beginning Teachers’ Perceptions of Induction Programs in East Central Georgia. The purpose of this study is to identify the common needs and concerns of beginning teachers from three East Central Georgia school districts. In addition, this study will also identify the induction supports offered in these three school districts and examine beginning teachers' perceptions regarding the effectiveness of the induction services provided. The results of this study will inform ongoing induction program planning and implementation in East Central Georgia. 

If approval is granted, I will recruit elementary teachers who participated in (insert school district’s name) County’s teacher induction between 2013 and the present year to anonymously complete a brief survey using Google Forms regarding their induction experiences. The online survey process should take no longer than 10-15 minutes. Survey participants will also be invited to participate in a follow-up focus group session to gain further insight into the survey data. These sessions will take place at the Columbia County Library after school hours. A completed GSU research narrative, along with a sample copy of the survey and participant recruitment letters are attached for you to review. 

Every effort will be made to ensure that necessary ethical considerations will be observed throughout the study. Permission will be obtained from all relevant authorities and from each participant before this study can proceed. Participants will involve in this study on a voluntary basis, after they have signed the necessary consent form(s). Necessary measures will be taken to ensure that all identities will be concealed in the reporting of data. Pseudonyms will be used to maintain complete confidentiality for all participants, schools, and districts. Further, both survey and focus group data will be stored in a manner that protects the anonymity of each individual participant, school, and district. All data will be archived in a locked file cabinet and password protected computer and destroyed after three years.  

If you agree, kindly complete the attached letter of cooperation (LOC) on district letterhead and return by Wednesday, February 28th, via email to xxxx@georgiasouthern.edu (​mailto:xxxx@georgiasouthern.edu​), so that I could make necessary arrangements to begin my data collection as soon as possible. Obtaining permission via the attached LOC on district letterhead is a requirement administered by the Georgia Southern University Institutional Review Board. 

Your support and approval to carry out this research is sincerely appreciated. If you have any questions, please contact me directly at (xxx)xxx-xxxx or xxxx@georgiasouthern.edu (​mailto:xxxx@georgiasouthern.edu​). You may also contact my dissertation advisor Dr. Meca Williams-Johnson at xxxx@georgiasouthern.edu (​mailto:xxxx@georgiasouthern.edu​). I will follow-up on this request with a telephone call or by visiting your office, after the above date, should I fail to receive a response from your office.  

































Research Introduction Letter for Principals 

Dear Principal,  

I am a doctoral candidate currently enrolled in the Curriculum Studies Program at Georgia Southern University, and I am in the process of writing my dissertation.  The study is entitled Beginning Teachers’ Perceptions of Induction Programs in East Central Georgia. The purpose of my research study is to identify the common needs and concerns of beginning teachers from three East Central Georgia school districts. In addition, this study will also identify the induction supports offered in these three school districts and examine beginning teachers' perceptions regarding the effectiveness of the induction services provided. The results of this study will inform ongoing induction program planning and implementation in East Central Georgia. 

Dr. (insert school district superintendent name) granted me permission to contact you requesting your participation and support in this research. I ask that you please forward the attached Survey Participant Recruitment Letter to all beginning elementary teachers in your building who participated in (insert school district’s name) County’s teacher induction program between 2013 and the present year. 

Every effort will be made to ensure that necessary ethical considerations will be observed throughout the study. Necessary measures will be taken to ensure that all identities will be concealed in the reporting of data. Pseudonyms will be used to maintain complete confidentiality for all participants, schools, and districts. Further, data will be stored in a manner that protects the anonymity of each individual participant, school, and district. All data will be archived in a locked file cabinet and password protected computer and destroyed after three years.  

I know this is a busy time of the year for you and your teachers, but I hope you will support my research by encouraging your teachers to complete the survey. If you have any questions, please contact me directly at (xxx)xxx-xxxx or xxxx@georgiasouthern.edu (​mailto:xxxx@georgiasouthern.edu​). You may also contact my dissertation advisor Dr. Meca Williams-Johnson at xxxx@georgiasouthern.edu (​mailto:xxxx@georgiasouthern.edu​). 

























Survey Recruitment Letter 

Dear Prospective Survey Participant,

My name is Carey Anne Cushman and I am a doctoral candidate at Georgia Southern University in the Curriculum Studies Program. I am researching new teacher induction programs across East Central Georgia. You were selected to participate in my research study, which has been approved by Dr. (insert school district superintendent name) and your principal, because you participated in (insert school district’s name) County’s teacher induction program between 2013 and the present year.

This research involves completing an anonymous online survey that will take no more than 15 minutes of your time. The anticipated time line for the survey to remain open is from May 1 – 25, 2018. Your participation in this research study is strictly voluntary, and you may choose not to participate without fear of penalty or any negative consequences. Participation in this study will not benefit you directly; however, the results of this study will inform East Central Georgia school districts of beginning teachers’ perceptions of the induction supports provided, and what types of supports are effective and beneficial to offer in the future.

Please click the survey link (copy of link) to access the survey in Google Forms. The informed consent agreement will appear on the first screen of the survey and will direct you how to proceed. 

If you have any questions about this study, please contact me at xxxx@georgiasouthern.edu (​mailto:xxxx@georgiasouthern.edu​). 

Thank you for your participation, 
Carey Anne Cushman
Doctoral Candidate  


















Survey of Teacher Induction Programs 

SECTION I: DEMOGRAPHIC INFORMATION
Directions: Please answer the following questions by checking the blank beside the answer that best applies.

1.  Total years of professional teaching experience: 1-5___     6-10___     11-15___     16-20___     20+___
			
2. Teaching certification? Traditional ____     Alternative ____

3. Teaching position this school year: (K-2) ___     (3-5) ___     (SPED, Gifted, EIP) ___     (PE, Art, Music)___	
						
4. Are you certified to teach that grade level? yes ___     no ___

SECTION II: GENERAL INDUCTION SUPPORTS
Directions: Please respond to the following statements regarding induction supports from your experience as a beginning teacher. Respond by checking yes or no.

5. Orientation sessions were held at the district level to explain district policies, mission, and goals. (If yes, please answer 5a, 5b and 5c).
yes ___		no ___
5a. How many sessions were held? ______
5b. Approximately how long was each session? ______
5c. District Handbook provided? ______

6. Orientation sessions were held at the school building to explain school-wide policies, procedures, mission, and goals. (If yes, please answer 6a, 6b, and 6c).
yes ___		no ___
6a. How many sessions were held? ______
6b. Approximately how long was each session? ______
6c. School Handbook provided? _____

7. Were you given a guided tour of the school building?
yes ___		no ___

8. Were you introduced to key support personnel in the school (e.g. secretaries, counselors, school nurse, custodians, lunchroom staff, etc.).
yes ___		no ___

9. Were you provided textbooks, curriculum guides, etc., prior to preplanning week?
yes ___		no ___

10. Was special consideration given to student assignments made to you, (e.g. known discipline problems, special needs students, etc.)?
yes ___		no ___		do not know ___


11. Were you given a reduced teaching load? 
yes ___		no ___		do not know ___

12. Were you given a reduced class size?
yes ___		no ___		do not know ___

13. Were you assigned reduced/or no nonteaching duties and responsibilities during your 1st year (e.g. committee work, redelivery teams, etc.)?
yes ___		no ___		do not know ___

14. An Induction Program Guide and/or Mentoring Guide was provided to explain program criteria and mentoring requirements. 
yes ___		no ___

15. Were you provided opportunities to attend professional development activities designed specifically for beginning teachers? If answered “yes,” how many sessions? ______
yes ___		no ___

16. Training was held at the district/school level to explain state policies regarding the Code of Ethics for Georgia Educators.  
yes ___		no ___

17. Training was held at the district/school level to explain the Georgia Teacher Keys Effectiveness System (TKES). 
yes ___		no ___

18. Were you provided opportunities to observe experienced peer teachers?
yes ___		no ___

19. Were opportunities provided for an experienced peer teacher to observe you for the purpose of providing constructive feedback?
yes ___		no ___

SECTION III: GENERAL AREAS OF NEEDS
Step 1. On the left side of each item, please indicate the degree to which you needed assistance during your first year. The rating scale ranges from VERY STRONG NEEDED (4) to MINOR NEED (1) and NO NEED (0).







                 Need for Support					  Support Provided
										
20.	4	3	2	1      0     	Classroom management	4	3	2	1	0
21. 	4	3	2	1      0	Motivating students	4	3	2	1	0
22. 	4	3	2	1      0	Grading policy/Report Cards 	4	3	2	1	0
23. 	4	3	2	1      0	Assessment 	4	3	2	1	0
24. 	4	3	2	1      0	Communication with parents	4	3	2	1	0
25. 	4	3	2	1	      0   	Using student data to improve teaching/learning	4	3	2	1	0
26. 	4	3	2      	1      0	Obtaining teaching materials and supplies	4	3	2	1	0
27. 	4	3	2      	1      0	Student achievement and growth 	4	3	2	1	0
28. 	4	3	2	1      0	SPED students 	4	3	2	1	0
29. 	4	3	2	1   	   0	Collaborating with peer teachers	4	3	2	1	0
30. 	4	3	2	1      0	Writing unit/lesson plans  	4	3	2	1	0
31. 	4	3	2	1      0	Effective instructional strategies	4	3	2	1	0
32. 	4	3	2	1      0	TKES	4	3	2	1	0
33. 	4	3	2	1      0	Differentiation 	4	3	2	1	0
34. 	4	3	2	1      0	Content knowledge 	4	3	2	1	0
35. 	4	3	2	1      0	Clerical work	4	3	2	1	0
36. 	4	3	2	1      0	Gifted students 	4	3	2	1	0
37. 	4	3	2	1      0	RTI process  	4	3	2	1	0
38. 	4	3	2	1      0	Curriculum maps/pacing guides	4	3	2	1	0
39. 	4	3	2	1      0	Scheduling/time management 	4	3	2	1	0
40. 	4	3	2	1      0	Obtaining guidance and support from Admin	4	3	2	1	0
41. 	4	3	2	1      0	Using required technology resources/programs 	4	3	2	1	0
SECTION IV: MENTORING SUPPORT 
Directions: The questions in this section refer to mentoring support. Please answer the questions from your personal experience as a beginning teacher. Check the response that best applies.

42. The district/school had a formal Mentoring Program.
yes ___		no ___

43. An experienced teacher was assigned to serve as your mentor. (If yes, please answer 43a).
yes ___		no ___
43a. Was your mentor on your grade level? 	yes____		no____

44. Were you provided opportunities to observe your mentor teaching?
yes ___		no ___

45. Were opportunities provided for your mentor to observe you for the purpose of providing constructive feedback?
yes ___		no ___

46. Were you provided feedback from your mentor’s observation(s)?
yes ___		no ___






(e) 4 or more times

48. Approximately, how often did you meet with your mentor teacher after the first month of school?
(a) Once a month
(b) Twice a month
(c) Once a week
(d) Two or more times a week

SECTION V: PERCEPTION OF PROVIDED INDUCTION SUPPORT  
Directions: Please answer the questions from your personal experience as a beginning teacher.
 
49. As a beginning teacher, do you feel the provided induction support was effective in meeting your needs and supporting you? 
yes ____ 	no____

50. What recommendations do you have for future induction program improvements?

51. Would you be willing to participate in a focus group meeting to further discuss the teacher induction program in your school district?    
yes ____ 	no____
If you chose yes, please complete the contact information below:
Name:
School District:




























You are invited to take part in a research study to give your perceptions of this school district’s teacher induction program. You were selected for this study because you participated in (insert school district’s name) County’s teacher induction program between 2013 and the present year. This form is part of a process called “informed consent” to ensure that you fully understand this study before deciding to participate. Please read the following information carefully. 

This study is being conducted by a researcher named Carey Anne Cushman, who is a doctoral candidate at Georgia Southern University in the Curriculum Studies Program.

Background Information:
The research study is entitled Beginning Teachers’ Perceptions of Induction Programs in East Central Georgia. The purpose of this study is to identify the common needs and concerns of beginning teachers from three East Central Georgia school districts. In addition, this study will also identify the induction supports offered in these three school districts and examine beginning teachers' perceptions regarding the effectiveness of the induction services provided. 

Procedures:
A survey will be administered online using Google Forms platform and should take participants about 10-15 minutes to complete and submit. A link to the electronic survey is included in the survey recruitment email. Once the survey link is opened, participants will be prompted to complete the electronic survey consent form before any survey questions can be viewed or answered. Participants will be prompted to print a copy of the survey consent form for their records before beginning the survey. By continuing to the survey, participants are agreeing to the terms stated in this consent form and are providing consent to take part in this study. The anticipated time line for the survey to remain open is from May 1 – 25, 2018.

Data Analysis:  
After the survey data collection process is complete, descriptive statistics will be utilized to evaluate and summarize the data and to describe the patterns of responses. Survey data will be stored in a manner that protects the anonymity of each individual participant, school, and district. All data will be archived in a locked file cabinet and password protected computer and destroyed after three years.  I will report the information gleaned from the survey data and focus groups data in my “Findings” section of my dissertation. The dissertation will be read by my committee. The names of participants, schools, and districts will be replaced by pseudonyms when data are disseminated.

Voluntary Nature of the Study:
You must be 18 years of age or older to consent to participate in this research study. Your participation is completely voluntary. You may choose not to participate or withdraw from this study at any time or decline to answer any question(s) without fear of penalty or any negative consequences.

Risks and Benefits of Being in the Study:
I will not be using names or personal information when reporting data, however the risk associated could be considered minimal because the participants will be answering questions about their induction experiences and perceptions of school district induction support. Your participation in this study will not benefit you directly. However, the results of this study will inform ongoing induction program planning and implementation in East Central Georgia. 

Payment:
There will be no payment for your participation in this study. 

Confidentiality:
Every effort will be made to ensure that necessary ethical considerations will be observed throughout the study. Necessary measures will be taken to ensure that all identities will be concealed in the reporting of data. Pseudonyms will be used to maintain complete confidentiality for all participants, schools, and districts. Further, data will be stored in a manner that protects the anonymity of each individual participant, school, and district. All data will be archived in a locked file cabinet and password protected computer and destroyed after three years.  

Contacts and Questions:
Participants have the right to ask questions and have those questions answered.  If you have questions about this study, please contact the researcher, Carey Anne Cushman, at xxxx@georigasouthern.edu (​mailto:xxxx@georigasouthern.edu​); or the researcher’s faculty advisor, Dr. Meca Williams-Johnson, at xxxx@georgiasouthern.edu (​mailto:xxxx@georgiasouthern.edu​).  For questions concerning your rights as a research participant, contact Georgia Southern University Office of Research Services and Sponsored Programs at (912)478-5465. This study has been reviewed and approved by the GSU Institutional Review Board under tracking number H18xxx.

Statement of Consent:









































Focus Group Inform Consent 

You are invited to take part in a research study to give your perceptions of this school district’s teacher induction program. You were selected for this study because you participated in (insert school district’s name) County’s teacher induction program between 2013 and the present year. This form is part of a process called “informed consent” to ensure that you fully understand this study before deciding to participate. Please read the following information carefully. 

This study is being conducted by a researcher named Carey Anne Cushman, who is a doctoral candidate at Georgia Southern University in the Curriculum Studies Program.

Background Information:
The research study is entitled Beginning Teachers’ Perceptions of Induction Programs in East Central Georgia. The purpose of this study is to identify the common needs and concerns of beginning teachers from three East Central Georgia school districts. In addition, this study will also identify the induction supports offered in these three school districts and examine beginning teachers' perceptions regarding the effectiveness of the induction services provided. 

Procedures:
Once focus group participants have been confirmed and session dates and times have been set, the researcher will contact 2 focus group sessions in a reserved private room at the Columbia County Public Library. One session will be for Kindergarten through 2nd grade beginning elementary teachers and the second session will be for 3rd through 5th grade beginning elementary teachers. Each group will consist of five to seven teachers. The focus group sessions will be led by Carey Anne Cushman and will last no longer than 90 minutes. Each session will be audio-recorded to ensure accuracy and gain better insight into the participants’ responses to the focus group questions. Information gleaned from the focus group data will be reported in the “Findings” section of my dissertation. A 10-15-minute restroom/stretch break will be given at the midway point and simple refreshments will be provided by the researcher at this time.

Here are a few sample questions: 
1.	Describe the induction program you participated in.
2.	What role, if any, did you have in planning your induction supports? 
3.	What induction supports did you find most beneficial?
4.	What types of induction supports did you need but did not receive? 
5.	Discuss your mentor support.
6.	Discuss your experience(s) with peer observation.
7.	Discuss the types/topics of professional development you received.
8.	What types/topics of professional development did you need but did not receive?
9.	What is your overall perception of the induction program you participated in? 
10.	What recommendations do you have for future program improvements? 

Data Analysis: 
Once all focus group sessions have been conducted, all recordings will be transcribed by the researcher. The transcripts will be coded to search for common themes and establish categories to describe the induction experiences expressed by focus group participants. Focus group data will be stored in a manner that protects the anonymity of each individual participant, school, and district. The names of participants, schools, and districts will be replaced by pseudonyms when data are disseminated. All data will be archived in a locked file cabinet and password protected computer and destroyed after three years. I will report the information gleaned from the focus groups’ data in my “Findings” section of my dissertation.

Voluntary Nature of the Study:
You must be 18 years of age or older to consent to participate in this research study. Your participation is completely voluntary, and you may choose not to participate or withdraw from this study at any time or decline to answer any question(s) without fear of penalty or any negative consequences. 

Risks and Benefits of Being in the Study:
I will not be using names or personal information when reporting data, however the risk associated could be considered minimal because the participants will be answering questions about their induction experiences and perceptions of school district induction support. Your participation in this study will not benefit you directly. However, the results of this study will inform ongoing induction program planning and implementation in East Central Georgia. 

Payment:
Other than light refreshments provided by the researcher at each focus group session, there will be no payment for your participation in this study. 

Confidentiality:
Every effort will be made to ensure that necessary ethical considerations will be observed throughout the study. Necessary measures will be taken to ensure that all identities will be concealed in the reporting of data. Pseudonyms will be used to maintain complete confidentiality for all participants, schools, and districts. All participants will be asked not to disclose anything said within the context of the focus group discussion. Data will be stored in a manner that protects the anonymity of each individual participant, school, and district. All data will be archived in a locked file cabinet and password protected computer and destroyed after three years.  

Contacts and Questions:
Participants have the right to ask questions and have those questions answered.  If you have questions about this study, please contact the researcher, Carey Anne Cushman, at xxxx@georigasouthern.edu (​mailto:xxxx@georigasouthern.edu​); or the researcher’s faculty advisor, Dr. Meca Williams-Johnson, at xxxx@georgiasouthern.edu (​mailto:xxxx@georgiasouthern.edu​).  For questions concerning your rights as a research participant, contact Georgia Southern University Office of Research Services and Sponsored Programs at (912)478-5465. This study has been reviewed and approved by the GSU Institutional Review Board under tracking number H1xxxx.

Statement of Consent:
By signing this document, I confirm that:
	I have read and fully understand the information provided in this focus group consent form.
	I am 18 years of age or older.
	I agree to the terms listed in this consent. 
	I voluntarily agree to take part in this study and understand that I may withdraw at any time, without penalty. 
	I agree not to disclose information discussed within the context of the focus group session. 
	I have been informed that if I would like a hardcopy of this this consent form, it is my responsibility to request a hardcopy from the researcher, Carey Anne Cushman.

Printed Name of Participant:

Date of consent: 

Participant’s signature: 

Researcher’s signature: 











